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ABSTRACT
The purpose of this study was to investigate the impact of enrollment in North
Dakota’s dual credit program on the students who had been enrolled from Fall 1997
through Spring 2004. Participants are identified by gender, by year in school, by courses
taken for dual credit, and by high school size. Analysis of post-high school college entry
data by matriculation, graduation, and grade point average are included.
Dual credit students took over 12,000 courses from the eleven public colleges in
the North Dakota University System and from five nonpublic or out-of-state colleges.
Students were divided between seniors, who took 9836 courses for dual credit, and
juniors, who took 2442 courses for dual credit. Female students took more dual credit
courses than did male students. Most students enrolled in more than one dual credit
course. Although most dual credit courses were taken through two-year public colleges,
most students enrolled in a four-year postsecondary institution following high school
graduation. The study identifies by content area the courses taken for dual credit, with
the most common dual credit courses being English composition, followed by
mathematics and social studies.
High schools were identified in the study by enrollment size. Students in schools
in middle two categories of enrollment size took more dual credit courses than did
students in the smallest and largest school size categories.
The study reports the postsecondary completion for students who took dual credit
courses in high school and enrolled in the North Dakota University System following
x

graduation. Statistics for the dual credit cohort of 1998 indicate an 86 percent program or
degree completion; for the 1999 cohort, a 70 percent completion. The study shows that
throughout their time in the University System, all dual credit cohorts show an average
grade point average of 3.0 or higher.
It would seem by studying degree completion statistics, advanced degree
attainment, and grade point averages that these students entered college prepared to
successfully complete a degree or program. Whether their success was because of dual
credit courses or whether it is attributable to motivation or some other factors, however,
requires additional study.
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CHAPTER I
INTRODUCTION
The 1997 North Dakota Legislature enacted legislation allowing high school
juniors and seniors to enroll in postsecondary academic and vocational courses from
regionally and nationally accredited colleges and to receive both high school and college
credit. The program was intended to provide high school students with a greater variety
of class offerings and with the opportunity to pursue more challenging course work,
while reducing duplication in course content between high school and college courses.
Further, the program would allow colleges to focus on expanded upper level coursework
to keep their programs up to date, yet not require additional years of schooling for
students.
Introduced by the Interim Education Services Committee of the 1997 North
Dakota Legislature, the legislation was supported by all of the state’s education agencies:
the North Dakota University System (NDUS), the State Board for Vocational and
Technical Education, and the North Dakota Department of Public Instruction (NDDPI).
The bill passed both legislative chambers of the 1997 session with a unanimous vote.
The six sections of the bill were codified into Chapter 15.1-25 of the North Dakota
Century Code. The law is written as follows:
15.1-25-01. Postsecondary enrollment options program. Any North Dakota
student enrolled in grade eleven or twelve in a public high school is eligible to
receive high school and postsecondary credit for the successful completion of an
1

academic course offered by any postsecondary institution accredited by a regional
accrediting organization or a vocational course offered by a postsecondary
institution in a program accredited by a national or regional accrediting
organization recognized by the United States department of education.
15.1- 25-02. Permission to enroll - Notification - Credits. Before enrolling in a
course for credit under this chapter, the student must obtain written permission
from the student’s school district superintendent. The student's school district
superintendent shall determine the number of credits for which the student is
eligible and shall include the number of credits on the document granting
permission required by this section. For purposes of determining credit, a threesemester-hour course offered by a postsecondary institution is equivalent to a full
semester high school course. Upon the student's successful completion of the
course, the postsecondary institution shall notify the student's school district
superintendent of that fact.
15.1- 25-03. Costs of attendance - Responsibility of student. The student and
the student's parent or legal guardian are responsible for all costs of attendance at
a postsecondary institution under this chapter. For purposes of this section, "costs"
includes tuition, fees, textbooks, materials, equipment, and other necessary
charges related to the course in which the student has enrolled.
15.1- 25-04. Transportation - Responsibility of student. The student and the
student's parent or legal guardian are responsible for transportation arrangements
and all costs of transportation associated with a student's attendance at a
postsecondary institution under this chapter.
15.1- 25-05. Per student payments - Extracurricular activities. A student
attending a postsecondary institution under this chapter is deemed to be in
attendance at the student’s school district of residence for purposes of calculating
per student payments and for purposes relating to the student's eligibility to
participate in high school extracurricular activities.
15.1- 25-06. Courses - Statutory and regulatory exemption. The courses for
which dual high school and postsecondary credit are available under this chapter
are postsecondary courses and are exempt from any statutory or regulatory
provisions otherwise applicable to high school courses and to the individuals by
whom high school courses are taught.
Dual credit programs have been in place in some parts of the country for the past
25 to 40 years according to Andrews (2001). Recently interest has grown with
continuing concern about the rigor of the high school senior year. The Education
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Commission of the States (ECS, 2001) reports that virtually every state in the nation
offers high school students the option of taking postsecondary courses through dual
enrollment programs. Forty-nine of the state programs—also called concurrent
enrollment, dual credit, postsecondary enrollment options, and Middle College—offer
students the opportunity to earn high school and college credit simultaneously; in one
state, only postsecondary credit is awarded (ECS, 2001).
The postsecondary enrollment option, now commonly referred to in North Dakota
as dual credit, was fully implemented in school year 1997-98 and has shown annual
growth in student participation. North Dakota high school juniors and seniors have been
given the opportunity to take college courses while still in high school but receive credit
for the courses at both levels. Among the topics discussed within the state education
agencies and with legislators were expectations that access to the postsecondary options
(dual credit) program be available to all high school students across the state and that the
program provide students with rigorous coursework that would encourage them not only
to enter college but also to complete a college program.
An earlier attempt in North Dakota to implement dual credit was rejected by the
1995 Legislature because the college tuition would have been deducted from a local high
school’s per student foundation aid payment and sent directly to the college. The current
law requires that students and their parents pay costs of the course, including
transportation, if necessary (NDCC 15.1-25-03 & NDCC 15.1-25-04).
It should be noted that little statutory change was required to enact postsecondary
enrollment options in North Dakota. One change was that a college instructor teaching a
dual credit course would not be required to hold a North Dakota Professional Teaching
3
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License in order to offer the course for high school credit (NDCC 15.1-25-06). The other
was that time required for a high school credit as provided in NDCC 15.1-21-03 can be
more flexible through dual credit since a college course offered on campus may not meet
the high school instructional time requirements.
From the beginning, high school districts have been encouraged to adopt a policy
on dual credit classes. Many have been assisted in their efforts by the North Dakota
School Boards Association, which has developed a sample policy for districts to adopt or
adapt. Details of the courses to be offered, the instructor who will teach the course, and
the location of the class are determined between a North Dakota high school and its
partnering college. High school instructors who teach courses for dual credit must meet
requirements of the college for adjunct faculty.
Dual credit students are enrolled as special students at the college. They do not
qualify for most college scholarship or loan programs.
At the end of the course, the college reports grades to the high school and the
North Dakota University System. The state agencies have maintained a common
application form and a common database of dual credit information since passage of the
legislation.

■‘■a
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Need for the Study
To date, the expectations expressed when the legislation was adopted have not
been examined. State education agencies need to know if the program as designed is
producing the desired results. A common database has been maintained for seven years,
and demographic data has been reported each semester. This information, however, has
not answered the questions of college entrance, retention, and completion. Sufficient
time now has elapsed since the program was begun to be able to look at those issues.
The North Dakota Legislature needs information on the effect of the program for
the 2007 legislative session. Information is also needed to determine if any revisions or
restrictions on program implementation need to be made to the initial law. As declining
enrollments and teacher shortages are experienced statewide, schools, colleges, students,
parents, institution and program administrators, and instructors need to know if dual
credit provides a viable method of curriculum expansion and delivery. In addition, these
individuals and institutions need to know if dual credit is a means of motivating high
school students to higher achievement and to persistence in completing a college
program.
Purpose of the Study
The purposes of this study were to investigate the impact of the program on the
students who had been enrolled and to provide a profile of program participation. The
study includes a profile of high schools by enrollment size and of colleges by size and
type to identify those involved in dual credit during the seven-year period. A profile of
individuals who have enrolled in dual credit has been developed that identifies
V
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participants by gender, by year in high school, by courses taken, and by high school size.
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Analysis of post-high school college entry data by course registration and grade
point average has been completed that provides evidence of student achievement once
they formally entered college. Analysis of enrollment and completion data has been
tabulated to show the matriculation and graduation data for dual credit students. To date
only rudimentary reports of the program have been presented. None has used the state’s
database of information on dual enrollment nor taken a seven-year perspective of the
program.
Research Questions
The following research questions were addressed in the study:
1. What are the demographics of dual credit enrollment from North Dakota high
schools and colleges based on size and type of institution and gender, grade level
of high school students?
2. Are North Dakota students who participate in dual credit courses while in high
school matriculating into and graduating from postsecondary institutions in North
Dakota?
3. How well do students who took dual credit courses while in high school perform
academically when they enroll in college following high school graduation?
Delimitations of the Study
Included in the study were all dual credit students who enrolled in at least one
dual credit course through any North Dakota University System campus or a nonpublic or
out-of-state college reported to the NDUS over the seven-year period from August 1997
through May 2004. Further, included in the study were all participating postsecondary
institutions and high schools in North Dakota. All data used in the study are in
6

data systems. Dual credit data are available in a database created and maintained by the
North Dakota Department of Public Instruction (NDDPI) and the North Dakota
University System (NDUS). In addition, access was provided by the NDUS to system
information through FINDET (Follow-Up Information on North Dakota Education and
Training), a system designed to link common elements from a variety of data systems to
produce reports.
Included in the demographic information were the few courses reported that were
taken for dual credit from nonpublic high schools, private colleges in North Dakota, in
state tribal colleges, and public colleges adjacent to North Dakota’s eastern border even
though reporting was not required by statute. Nonpublic/private colleges may not have
reported any or all of their dual credit enrollments to the NDUS. Students who took dual
credit through a non-NDUS college which did not report its dual credit enrollments, dual
credit students who enrolled in a non-NDUS college following high school graduation, or
dual credit students who left North Dakota to attend college or who did not enroll in
college after high school were not followed after high school graduation.
Assumptions
It is assumed that the information on student applications was complete and
accurate as reported and entered into the database. Further, it was assumed that students
who took dual credit courses intended to pursue a college education.
Definitions
Adjunct faculty: Teachers hired by an eligible postsecondary institution to teach
specific courses but who are not regular employees of the college.

7

Concurrent enrollment: Simultaneous enrollment in high school and college for

credit at both levels and also referred to as dual credit.
Dual credit: Credit earned at the student’s high school and at an eligible
postsecondary institution for a course; the commonly accepted name for postsecondary
enrollment options.
Dual credit policy: Academic Affairs policy developed by the State Board of
Higher Education for dual credit enrollment on NDUS campuses; also policy developed
by a local school board to outline the district’s acceptance of dual credit coursework and
any local limitations or expectations.
Dual enrollment: A commonly used term with conflicting definitions: sometimes
used to mean enrollment by a high school student in college coursework for both high
,1 . . '
school and college credit; sometimes used to mean enrollment by a high school student in
college coursework for college credit only. Except in the review of literature in Chapter
II, this term was not used unless defined in this paper.
Eligible college: As defined in the North Dakota legislation, a postsecondary
institution offering an academic course for dual credit must be accredited by a regional
accrediting organization recognized by the U. S. Department of Education; a
postsecondary institution offering a vocational course for dual credit must be accredited
by a national or regional accrediting organization recognized by the United States
Department of Education.
Nonpublic high school: A private, parochial, or Bureau of Indian Affairs (BLA)
V v'

*
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high school which is funded by private tuition and/or church support and/or federal BIA
funds.
8

Postsecondarv enrollment options: The statutory name for dual credit in North

Dakota; credit is earned at a student’s high school and at an eligible postsecondary
institution for a course; more commonly referred to as dual credit.
Public high school: A publicly funded high school operated by a publicly elected
school board.
Organization of the Study
Chapter I is an introduction to this study of North Dakota’s dual credit program,
North Dakota Century Code 15.1-29. Chapter II is a review of literature related to K-16
linkages, particularly dual credit, as well as to issues of high school curricular reform,
which may be addressed through dual credit. It also addresses dual credit laws, practices,
and results across the nation as well as in specific other states. Chapter III has the
procedures used in researching this study. Presented in Chapter IV are the findings of the
study. A summary and recommendations are discussed in Chapter V.
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CHAPTER II
REVIEW OF THE LITERATURE
Introduction
Americans have always had faith in education. Regardless of political
differences, schools and colleges have enjoyed the support of all spectrums.
At the beginning o f the last century, the United States was moving from an
agrarian to an industrialized economy while at the same time it was welcoming a huge
influx of immigrants. The high schools of the time were viewed as social agents whose
mission was to produce well-rounded, literate citizens able to advance the cause of
democracy and civilization. This high school design is still prevalent today, although it
was designed over 100 years ago at a time when only 10 percent of all teenagers enrolled
in high school and only about one percent went to college (National Commission on the
High School Senior Year, 2001a).
The second major vision, characterized by a Nation at Risk, which was published
by the National Commission on Excellence in Education in 1983, viewed the purpose of
schools as preparation of students for advanced learning in college and beyond. This
report is credited with an increase in the number of high school students taking four years
of English and three years each of social studies, science, and mathematics.
The third major vision viewed schools as economic institutions whose mission
was to prepare students for employment in an expanded economy (National Commission

10

on the High School Senior Year, 2001a). In 1991, the Secretary of Labor appointed a
commission to determine the skills needed for success in a high-performance economy
characterized by high-skill, high-wage employment. The Secretary’s report, known as
the SCANS Report, is credited with the creation and federal funding of the Tech Prep
program, a federally funded education program intended to link grades 11 through 14 in
seamless transition between high school and college. While the program targets only the
four years, it emphasizes both academic and technical preparation for the workplace and
encourages lifelong learning. Tech Prep, funded under the Carl D. Perkins Act and
provided to all states through vocational funding, has been continuously reauthorized
since its introduction in 1991 (Available:
http://www.ed.gov/about/offices/list/ovae/pi/cte/tpreptopic2.htm).
Today the nation’s society has again changed dramatically and with those changes
comes yet another call for reform of the role of education. The National Commission on
the High School Senior Year (2001a) reports “.. .it is striking that in the nation and the
world that is emerging, knowledge and skills, schools and education are becoming to
economic growth in the 21st century what steam, oil, mineral deposits, and
manufacturing processes were to progress in previous times” (p. 5). Both the educational
and popular press are clamoring for explanations and pressing for solutions to high
school dropout rates, college retention rates, the value of the high school diploma, the
separation between what high school standards have established as essential learning and
what postsecondary institutions expect for entry, and the needs of workplaces for better
prepared employees.

11

Kirst and Venezia (2006) assert that the comprehensive high school was designed
for other purposes than college preparation. High-quality college-preparation
opportunities have historically been offered only to a limited number of students who
take challenging courses on a “college track”. There hasn’t been the need for close
collaboration between the high school and postsecondary systems that there is now, when
a college degree has almost become a necessity for economic advancement (Kirst &
Venezia, 2006).
Haycock of the Education Trust (2005a) states:
We used to be first. Now we’re 17th in the developed world in high
school graduation rates; 7th in college entrance rates; we are no longer
first in the proportion of young people completing a college degree. We
are the only developed country where college-education rates are not
improving and the only developed country where the literacy levels of
older adults are higher than those among young adults (p. 1).
Governor Paul E. Patton (2001), vice chair of the National Commission on the
High School Senior Year, states that the conditions of modem life require that all
students graduate from high school prepared to succeed in both postsecondary education
and in careers. The Commission (2001b) found that
In pursuit of the common sense that an education beyond high school is
now a necessity, not a luxury, it is time to raise our sights: All Americans
deserve the opportunity to pursue their education at least two years beyond
the senior year of high school (p. 34).
According to the preliminary report of the National Commission (2001a), the
United States has become a society in which education correlates with earnings. There is
a growing common agreement that all youth need some education beyond high school to
be economically self-sufficient. Lower status in earnings and in occupational hierarchy is
12

usually associated with lower levels of education; as the hierarchy moves into more
highly skilled positions, the economy begins to demand college-level skills (National
Commission on the High School Senior Year, 2001a).
The new goal seems to be reconceptualizing education as a pathway spanning
high school, college, and workplaces. Connecting separate facets of the education system
will facilitate students’ transition from high school into college and careers (Hughes &
Karp, 2006).

The National Commission on the High School Senior Year (2001b)

reported, “The bar needs to be raised for all the institutions responsible for student
performance ... at least as much as it needs to be raised for the students themselves” (p.
20).

Until 1960, more than one-third of all the production jobs in the United States
were held by high school dropouts (Jones, 2006). As late as 1973, in fact, education and
employment were only loosely related (National Commission on the High School Senior
Year, 2001a). This is no longer true. Gone are the days when a high school student
could complete education in high school and find work that would pay a living wage
(Jones, 2006).
The high school diploma must become a genuine passport to further
learning and work, not simply a certification of time spent in class. High
school itself no longer can be viewed as the culmination of anyone’s
education. To continue to grant high school diplomas to students who
have not completed a rigorous and demanding program of studies is to
foreclose their opportunities and consign them to a lifetime of low-paying
drudgework (National Commission on the High School Senior Year,
2001b, p. 27).

13

The report continues

. .low expectations devastate the life chances of many low-income

and disadvantaged students” (National Commission on the High School Senior Year,
2001b, p. 27).
Preparation for Postsecondary
The American Youth Policy Forum (2000) and the National Commission on the
High School Senior Year (2001a) have called for rethinking how students move from
secondary to postsecondary education. Most high school reform movements are based on
a premise that students should show that they have learned what is required for the next
level. The National High School Alliance (Harvey & Housman, 2004) has committed to
thinking about K-12 and postsecondary education as integrated, as parts of the same
system rather than separate parts, to considering college preparation as the default high
school curriculum. Doing otherwise would “foreclose students’ access to and success” in
college (Harvey & Housman, 2004, p.17).
The National Commission on the High School Senior Year (2001b) urges states to
require schools to give all students “college-preparatory” courses as the default, to
establish a demanding and rigorous curriculum, and to ensure that elementary and middle
schools prepare their graduates for demanding work on the next level. The Commission
believes that the final year should serve as a consummation of what has been
accomplished already and a launching pad for what lies ahead.
Reform proposals considered by the National Commission on the High School
Senior Year (2001a) over its 17-month study all arrived at the same key objectives for
high school reform: there is a core curriculum that students must master before they
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graduate from high school. The report also affirms that students need flexibility in the
use o f time so that they can make a smooth transition from one level of schooling, work,
or beyond to the next level.
Those reform proposals include addressing high school graduation requirements
and increasing availability o f rigorous programs such as Advanced Placement and dual
enrollment (National Commission on the High School Senior Year, 2001a; Hughes &
Karp, 2006). The National Governors’ Association (2005) also recommends expanding
college-level learning opportunities in high school through dual enrollment and
Advanced Placement, citing research that taking more rigorous classes in high school can
lead to higher rates of college completion. The Western Interstate Commission for
Higher Education (WICHE, 2006) found that students with dual/concurrent credit earned
associate’s and bachelor’s degrees in less time than peers without such accelerated credit.
Over half of students with accelerated credit were able to finish their bachelor’s degrees
within four years, whereas about two-thirds of students without accelerated credit
required more than four years to earn their degree (WICHE, 2006).
The National Commission on the High School Senior Year (2001b) recommends
that schools require a college prep curriculum as standard. The Commission also
recommends that schools establish a demanding and rigorous curriculum, ensure that
each level is prepared for the demands of the next higher level, improve teacher training
to prepare teachers to teach all students to higher standards, provide additional support to
those at risk of not succeeding in demanding courses, and establish a formal “learning
plan” based on the goal of each student.
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Over thirty years ago, Blanchard (1971) found that the overlap o f curriculum
content was frequent in the last two years of high school and the first two years of
college. He estimated that nearly one-third of subject matter in the first two years of
college was a repetition.
Botstein (1997), president of New York’s Bard College, asserts that “the
problems we face have as much to do with motivation and linking learning to life in ageappropriate ways as with defining the proper tests and standards” (p. 96). He argues that
the traditional view of high school doesn’t fit today’s reality because of the earlier
maturation of young people. He points out that teens today mature physically and
sexually at earlier ages, but they are not expected to assume adult roles and
responsibilities until they are much older. Outside school, teenagers are often treated as
adults; in school, they seldom are (National Commission on the High School Senior
Year, 2001b).
Botstein (1997) further states that these trends raise questions about whether high
schools are appropriate in today’s society and whether they provide the best learning
environment for today’s adolescent. He recommends abolishing the final two years of
!■<
■v. r,:. r. 1t
high school, allowing students to finish in ten or eleven years instead of the current 13
years, and eliminating much curricular repetition.
The Commission on the High School Senior Year (2001b) recommended that
young people should be encouraged to finish high school at their own pace, moving on as
they feel they are ready and as they meet the standards. They stated that increasing
opportunities for dual enrollment (and early entrance to college) will enable students to
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meet admission requirements in their junior or senior year. The American Youth Policy
Forum (2000) recognizes that students master subject matter at different speeds and
recommends they be allowed to advance once competency is attained. Such a system
would allow some students to complete their secondary school requirements quickly and
move into postsecondary education at an earlier age. High Schools o f the Millennium
(American Youth Policy Forum, 2000) would encourage all students, based on their
unique abilities, to pursue college-level studies and to earn college credit whenever
possible. The report encourages providing programs and policies to facilitate students’
graduating early from high school to pursue postsecondary education.
There seems to be commonality among a variety of individuals and groups in
urging that high school rigor and relevance be addressed across the nation. Some among
the voices urge especially addressing the senior year of high school.
The culture of the senior year is deeply engrained in parents and students. The
National Commission on the High School Senior Year (2001b) recommends educating
parents and middle school children about adequately preparing in the middle school years
for success in high school. Further, the Commission recommends that students begin
exploring educational options and careers in middle school and improving high school
students’—and their parents’—understanding of the intellectual demands of
postsecondary education and the modem workplace. The Commission recommends
■l “ v
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requiring parents to give permission before high school students can be assigned to
courses a level below college-preparatory courses (National Commission on the High
School Senior Year, 2001b).
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Sizer (2002) advocates for restructuring the high school curriculum “to make the
senior year seem more coherent and engaging, to extend the intellectual work of the
school, and to reinforce the value of consistent learning” (p. 177). The National
Commission on the High School Senior Year (2001a) reports that most of what needs to
be done to go to college is accomplished through Grade 11 and for those who have
struggled academically it is too late to turn things around in the senior year.
Sizer (2002) says, “Seniors are caught in a cultural moratorium: neither children
nor adults, neither in this time nor the next” (p. 159). Furthermore, Sizer explains that
most seniors do not see a connection between schoolwork in high school and work in the
future. “They reason that hanging back in one environment will give them more
momentum in the next one” (p. 160). “The culture of deception that has come to
surround the college admission process has dispirited them” (p. 162).
A recent report released by ACT (2006) indicates that high school students need
to be educated to a comparable level whether they plan to go to college or to workforce
training after high school. Black and Lynch (1996) found that increasing the educational
level of workers by one year resulted in a productivity increase of 8.5 percent in
manufacturing and 12.7 percent in non-manufacturing industries.
Education policy increasingly is developed in the political arena. Where once it
was the responsibility of the local district or the state, recent national administrations
have directed more federal programs and dollars through state agencies to local districts
(Harvey & Housman, 2004). Kati Haycock o f the Education Trust (2005b) urged North
Dakota’s Joint Boards at their September 2005 annual meeting to make the college
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preparatory curriculum the default curriculum for all North Dakota students. All
members of the Joint Boards (The State Board of Higher Education, the State Board for
Vocational Education, the State Board of Public School Education, and the Education
Standards and Practices Board) are appointed to their positions.
Students, however, may need to be convinced that changes are needed. Johnson
and Duffett (2005) caution that the research strongly suggests that “most young adults
without degrees are not following a chosen, deliberate or purposeful plan. Most, in fact,
seem to be operating in survival or ‘fall back’ mode” (p. 18) and nearly 9 of 10 young
people agree that college is not for everyone (Johnson & Duffett, 2005). Johnson and
Duffett further report that a solid majority—77 percent—agree that getting out into the
workforce gives a person a chance to “get hands-on experience and job skills that you
don’t get in college” (p. 17). Young men (41 percent) and young women (29 percent)
believe that a high school diploma is important only because it is the ticket for getting
into college (Johnson & Duffett, 2005).
Another survey of high school graduates conducted by Achieve, Inc. (2005),
found that 60 percent of those who had gone to work without getting a college degree felt
they were prepared for what the current job required, while nearly two in five suggested
there were gaps in what is expected of them in their current job. Sixty-one percent of
those in college felt they were generally prepared by their high school experience for the
expectations of college.
By the time they have been out of high school for eight years, about 4 of 5
students will have pursued some form of postsecondary education (U. S. Department of
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Education, 2004). Two-thirds of students who had first enrolled in a four-year college in
1995-96 were still enrolled at the college in 1998, one-fifth had transferred to another
institution, and 13 percent had left and not returned (Horn, Kojaku, & Carroll, 2001).
Horn et al. continue:
As the level of [their high school] academic curricula increased, so did the
proportion of undergraduates who stayed on track.. .As of 1998, the vast
majority (87 percent) of those who had participated in rigorous high
school academic curricula were still on track to a bachelor’s degree,
compared with 71 percent of those in mid-level curricula, and 62 percent
of those who completed core curricula or lower. Correspondingly, the
proportion of those who had left postsecondary education and did not
return declined with each successive level of academic curriculum... Core
curriculum includes 4 years of English, 3 years each of science, social
studies, and mathematics. Mid-level curriculum exceeds core curriculum,
but is less than rigorous. It includes at a minimum 1 year of foreign
language, geometry, algebra I, and 3 years of science including two of the
following courses: biology, chemistry, or physics. Rigorous curriculum
includes four years of English and mathematics (including precalculus or
higher), 3 years of a foreign language, 3 years of social studies and science
(including biology, chemistry, physics), and at least one Advanced
Placement class or test taken (Hom et al., 2001, p. vi)
According to an Educational Testing Service (ETS) poll, only nine percent of
Americans believe that most high school students are being challenged by their
schoolwork, and 76 percent believe that the United States will be less competitive in 25
years (Ewing, 2005). Renzulli and Park (2000) studied gifted students. Their research
shows that gifted high school dropouts perceive schools as “uninteresting and boring
places that do not provide challenges” (Renzulli & Park, 2000, p. 263). “It appears that
the gifted potential dropout needs...challenging and difficult problems within the real
world, some competition and challenge from others, the ability to make decisions for self
regarding what will be learned and how it will be learned” (Renzulli & Park, 2000, p.
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263). This study revealed that gifted students who wanted to finish college had
significantly lower odds of dropping out of high school than did other students. They
also noted that determination of the status of gifted students in high schools is hampered
by multiple definitions of giftedness.
Forty-seven percent of dropouts gave as their number one reason for leaving high
school that classes were not interesting (Bridgeland, Dilulio & Morison, 2006, p. i). This
study also found that two-thirds of dropouts would have worked harder if more was
demanded of them. Eighty percent said they did one hour or less of homework daily and
seventy percent were confident they could have graduated if they had tried (Bridgeland,
et al., p. iii).
“Dropouts are much more likely than their peers who graduate to be unemployed,
r. ; , V
living in poverty, receiving public assistance, in prison, on death row, unhealthy,
divorced, and single parents with children who drop out from high school themselves.”
(Bridgeland, et al., p. i). According to Sizer (2002), who has done considerable research
with high school dropouts or potential dropouts,
The most startling part of these revelations is that these students are not
describing the present so much as they are outlining the future. They
know ahead of time what they are going to feel, what they are going to do-and not do. The culture is that strong, that pervasive; most o f them, it
seems have bought into it. The seniors they have watched the year before,
the little stories inside their heads, the sense that “everybody’s doing it,”
exonerate the dramatic change from intensely active, self-directed people
to new versions of themselves who are going to “sit back and watch.”
They are exhibiting the salient aspects of senioritis: a phobia about work,
a phobia about accountability, a sense of getting away from something, a
distancing from their context, an impatience with authority, and a strong,
troubling feeling that they are somehow “on hold.” Some call it “the'
limbo period.” Important changes will soon be occurring in their lives, but
not quite yet (p. 139). It is among the seniors’ most steadfast convictions
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that they have been in high school primarily to get somewhere else (p.
158).
Haycock (1999) urges states to educate all students as if they were bound for
college and the workplace. She identifies the most dependable measure to be whether
students who meet the new requirements are prepared to enter college without
remediation should they choose to do so.
The National Commission on the High School Senior Year (2001a) insists that
their report is not a report about the failure of American high schools, but about
possibilities for a brighter, more productive high school senior year. “National life and
the economy are changing much faster than our schools.. .The nation faces a deeply
troubling future unless we transform the lost opportunity of the senior year into an
integral part of students’ preparation for life, citizenship, work, and further education (p.
iii).
Vargas (2005) describes offering college-level work to high school students as
“imperative, timely, and right” (p. 1) and declares that such “opportunities don’t just help
the gifted but can and need to be about so many of our older adolescents” (p. 1). Vargas
(2005) cites the plans of her organization, Jobs for the Future, to start 170 Early College
High Schools by the end of the decade, which will allow high school students to earn a
high school diploma and complete up to two years of college credit at the same time.
By its nature, dual enrollment has the potential to facilitate the high school-tocollege transition for a broad range of students. It may motivate students to take a more
rigorous high school curriculum; it shifts the focus of occupational education to
postsecondary institutions, while keeping such coursework available for high school
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students; it can provide an early warning mechanism to signal whether students are
prepared for college; and it can acclimate high school students to a college environment
(Bailey, Hughes & Karp; 2003).
Michigan is one of seven states which requires state-level accountability for high
schools (Michelau, 2001). By law, to be accredited, a Michigan high school must submit
an annual education report that includes “the number and percentage of students
participating in dual enrollment, the number of college-level courses offered to students,
the number and percentage of students enrolled in at least one college-level equivalent
course during the preceding school year, disaggregated by grade level; and the number
and percentage of students who took a college-level equivalent credit examination, as
well as the number and percentage of students who achieved a score on a college-level
equivalent credit examination that is at or above the level recommended by the testing
service for college credit” (Michelau, 2001, pp. 8-9). Michelau reports further that
twelve states—Colorado, Florida, Georgia, Idaho, Indiana, Iowa, Maine, Michigan,
Minnesota, Ohio, Oklahoma, and Washington—require districts to inform students about
postsecondary enrollment opportunities programs.
New graduation standards signed into law in Michigan by Governor Jennifer
Granholm are targeted at improving Michigan’s workforce and preparing for an economy
losing its traditional manufacturing base (Putnam, 2006). Industries that once absorbed
high school dropouts or even high school graduates in high-paying, low-skill jobs have
developed high technology processes that automate these functions and require improved
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education. Low-tech jobs have gone off-shore where labor is cheaper (Harvey &
Housman, 2004).
Citing statistics showing that other nations are producing more engineers than the
United States, the National Innovation Initiative of the Council on Competitiveness
asserts: “Innovation fosters the new ideas, technologies, and processes that lead to better
jobs, higher wages, and a higher standard o f living. For advanced industrial nations no
longer able to compete on cost, the capacity to innovate is the most critical element in
sustaining competitiveness” (Jackson, 2006, p.10).
What should high schools accomplish? According to the National Commission
on the High School Senior Year (2001a), high schools should graduate students who are
ready and eager to learn more, capable of thinking critically, and comfortable with the
*

f
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ambiguities of the problem-solving process. The National Commission on the High
School Senior Year (2001a) says bluntly that although the high school diploma is a
prerequisite for college admission and most jobs, having a diploma is no .guarantee that
students are prepared for college-level work or entry-level employment. The
Commission (2001b) asserts that a “high school diploma should again become a mark of
accomplishment, not simply recognition o f seat time accumulated” (p. 16).
Remediation
While estimates of the number of students needing remediation vary, there is no
single definition of “ready for college-level work” according to Haycock (1999).
Twenty-nine percent of entering college students required remediation in one or more of
the basics—24 percent in mathematics, 13 percent in reading, and 17 percent in writing.
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Most remediation is in the basics of reading, writing, and high school mathematics
(National Commission on the High School Senior Year, 2001a).
The national cost of remediation has been estimated at between $260 million and
$1 billion annually (Greene & Winters, 2005; Alliance for Excellent Education, 2006;
National Commission on the High School Senior Year, 2001a). North Dakota’s annual
costs for remedial courses have been estimated at just under $3 million (National Center
for Education Statistics [NCES], 2004a).
Adelman (1999) found that 39 percent of four-year college students who were
assigned to remedial reading courses completed bachelor’s degrees. In comparison,
60 percent who took only one or two other types of remedial courses and 69 percent of
those who took no remedial coursework completed bachelor’s degrees.
While estimates of the size of the remediation issue may vary, almost 90 percent
of eighth grade students expect to attend college, and nearly two-thirds of parents
consider a college education essential for their child (American Diploma Project, 2004).
Transcripts show that 53 percent o f college students take at least one remedial English or
math course, and fewer than half of all college students finish a degree (American
Diploma Project, 2004).
About one-third of students arrive at postsecondary educational institutions
unprepared for college-level work and more than 40 percent on four-year campuses and
63 percent on community college campuses will take at least one remedial course on
campus (Achieve, Inc., 2004). More than one-quarter of four-year college freshmen and
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close to half of those in community colleges do not return for a second year (National
Commission on the High School Senior Year, 2001b).
Adelman (1999) focused his study on several developments in higher education
during the 1990s including (1) a growing use of graduation rates as a measure of
accountability, (2) the increasing tendency to fault colleges for students’ failure to
complete degrees, (3) escalating debate of admissions formulas especially involving
grades/class rank and test scores without any reference to high school curriculum.
Adelman (1999) and the American Diploma Project (2004) found a student’s high
school curriculum to be a greater factor to degree completion than either test scores or
class rank/GPA. Adelman (1999) also found that finishing a course beyond the level of
Algebra II more than doubled the odds that a student would complete a bachelor’s degree
(1999). Greenberg (1988) concludes that students of average achievement can do well in
college courses. Donahue (1993) found that high school grade point average was a
strong predictor of success for early enrolled students.
Rosenbaum (2001) warns
The college-for-all norm.. .lulls students into a complacency... Their high
school grades could inform students about their likelihood of attaining a
college degree, but this fact is hidden from students’ awareness, and
perhaps even from teachers’ and counselors’ awareness. .. .About 60
percent of seniors who plan to get a postsecondary degree fail to get any
degree in the next ten years, and the failure rate is much higher for those
with poor grades (p. 57).
Hoffman and Robins (2005) found that the chances for getting through college for a highachieving, low-income student are the same as for a low-achieving, high-income
student—76 percent. Students from the two lowest socioeconomic quintiles who had
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taken a rigorous high school curriculum earned a bachelor’s degree at a higher rate than
students from the top socioeconomic quintile (Adelman, 1999). As Shirley Ann Jackson,
president of Rensselaer Polytechnic Institute of Troy, New York, says: “Educational
excellence should not be the province only of the advantaged” (Jackson, 2006, p. 10).
Only 26 percent of students who began their undergraduate coursework in
community colleges formally transferred to four-year institutions. However, of those
who did transfer, their bachelor’s degree completion rate was over 70 percent (Adelman,
1999).
WestEd (2004) concurs that “admission does not imply readiness” (p.l) adding
that poor communication about academic requirements penalizes disadvantaged students
disproportionately and that colleges expend resources on numerous courses redundant
with those taught in high school. Further, WestEd notes the redundancy is especially
notable in math since many students take no math in grade 12 and then need refresher
courses in college.
Alignment of Curriculum and Assessment
Greene and Winters (2005) report that “while the high school graduation rate has
remained essentially flat over the last decade, the college readiness rate has increased by
about nine percentage points” (p. 1). They further postulate that the most likely reason
for the increase in student readiness is due to the standards movement and its positive
impact on curriculum improvement.
ACT (2004a), the college entrance testing organization, issued a report examining
the relationship between high school students’ course-taking patterns and their readiness
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for credit-level college courses in English, math, and science. Readiness benchmarks
correlate with ACT test scores of 18+ in English, 22+ in math, and 24+ in science out of
a possible 36 points (ACT, 2004a). ACT reported that 78 percent of students who took
the ACT were not prepared for college-level biology, algebra, or English-composition
classes without remediation (ACT, 2004a). The study found that among those who took
the ACT test “only 26 percent of 2004 high school graduates were academically prepared
to take college biology, that just 40 percent were ready for college algebra, and that 68
percent were ready for English composition” in college (ACT, 2004a, p. 1). Nationally,
only 22 percent of students who took the ACT in 2003-04 were ready to succeed in all
three areas (ACT, 2004a).
North Dakota students’ scores on the 2004 ACT assessment showed 30 percent
met the benchmark in science, 45 percent were ready for their first course in College
Algebra, and 68 percent were ready for postsecondary English composition (ACT,
2004b). Twenty-five percent of North Dakota’s 6700 test takers in 2004 met all three
benchmarks. About half—47 percent—met one or two of the benchmarks but did not
meet all three and at least 28 percent did not meet any of the benchmarks or did not
complete the test (ACT, 2004b). Since 1994, the overall percentage of North Dakota
students taking the ACT-recommended core curriculum has decreased by five percent
(ACT, 2004b). In the five-year period, 2000-2001 through 2004-2005, North Dakota’s
averages varied less than one-half point, but in all categories have actually declined
slightly with about 800 fewer students taking the test (ACT, 2005).
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For years, ACT has recommended a minimum core of courses in English (four or
more), math (three or more—Algebra I or higher), science (three or more), and social
studies (three or more). ACT now says taking the core is not enough and recommends
“Courses for Success” which outline the nature and quality of the courses that students
need in order to be prepared for college and work (ACT, n.d.).
While proponents of high school reform call for a single system of education
(National Commission on the High School Senior Year, 2001a), secondary and
postsecondary education exist as separate systems at both the state and national levels
(Hughes & Karp, 2006). Richard Riley, former U. S. Secretary of Education, said in an
address on the state of American education, “The old paradigm of two distinct systems of
education going their own way does not fit our modem times” (Fitschler, 2004, p. 11).
State policies about high school graduation requirements, dual enrollment opportunities,
and articulation/transfer of courses create disconnects (Hughes & Karp, 2006). The
Education Trust asserts that “most of the problems that characterize secondary education
in this country—unclear and differential standards, uneven teaching, little curricular
coherence— can be found in spades in higher education as well” (Barth, Haycock, Huang
& Roichardson, n.d., p. 16). Indeed, these two systems are intertwined in so many
places that neither can solve its own problems without the other’s cooperation (Barth et
al., n.d.).
Finn (2006) noted five major obstacles to achieving a goal of college readiness:
1) the two education empires have separate governance systems; 2) a sizable remediation
industry has grown up in America; 3) state officials are nervous about toughening K-12
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academic standards at a time when they must report numbers of dropouts and numbers
who don’t reach proficiency; 4) not everyone is convinced that everybody needs to be
ready for college; and 5) the difficulty of setting a single entry standard that all campuses
will respect.
An added difficulty for high schools lies in preparing students for institutions’
different placement standards—variances in expectations for what a student must know
to graduate from high school and enter college (Education Commission of the States,
2000; Kirst & Venezia, 2006). Many institutions want the same core skills and use
similar (if not the same) placement tests to find out whether students possess them
(Education Commission of the S, 2000; Kirst & Venezia, 2006).
In many states, however, postsecondary institutions decide which placement test
to administer and what score is indicative of a student’s college readiness (Hughes &
Karp, 2006; Education Commission of the States, 2000). While this situation does allow
for institutional control over the admissions process, it causes confusion and frustration
for students and makes it difficult for high school teachers to prepare their students for
college placement (Hughes & Karp, 2006).
Because high school graduation requirements are not aligned with the assessments
colleges use to determine readiness for college-level work, high school teachers may not
be familiar with the college placement exams and may not realize that their students are
lacking in the appropriate preparation (Hughes & Karp, 2006). High schools may need
help (1) aligning their courses with postsecondary standards so students don’t struggle
once they enter college; (2) updating the skills and knowledge of current teachers to
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ensure that they know that content and how to teach it to all levels of students; (3)
educating and preparing a supply of new teachers who are well equipped to teach a
rigorous, high-level curriculum to all students; and (4) expanding dual-credit offerings to
help accelerate students without taking too much time from high-school teachers who
have to cover the core (Kirst & Venezia, 2006).
A further complication is that placement examinations are given as part of the
campus orientation process so students cannot prepare for them during high school (Kirst
& Venezia, 2006). K-12 and university entrance and placement assessments usually
follow different formats, emphasize different content, and take varying amounts of time
to complete (Kirst, 2001). Kirst cites a 1999 study which showed that the high school
test covered algebra and geometry, but the placement test emphasized algebra II and
trigonometry.
There is movement in this area, however. Achieve, Inc. (2006) reports that
currently six states—California, Colorado, Illinois, Maine, Missouri, and Texas—use the
statewide assessments given to students in high school for college admissions and/or
placement decisions. Illinois, for example, has implemented a state standards-based test,
which is given in grades 11 and 12 and which combines the state’s standards-based
assessment with ACT (ACT, 2004a; National Commission on the High School Senior
Year, 2001b). An additional eight states—Connecticut, Indiana, Michigan, Mississippi,
New York, North Carolina, Pennsylvania, and Rhode Island—plan to do so (Achieve
Inc., 2006).
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WestEd (2004) suggests that students take college placement tests for diagnostic
purposes in middle school and early high school because under-preparation starts in
middle school. Further, WestEd suggests that high school exams relate to college
admission or placement decisions, that colleges share freshman performance data with
high schools, and that high school and postsecondary faculties work as teams to develop
curriculum and mentor students.
Analysts argue that the disconnect between K-12 and postsecondary education is
elemental to the debate about the ability of high schools to prepare students for college
success (Bailey & Karp, 2003). In a study commissioned by the American Association of
Community Colleges, a significant barrier to collaboration between secondary and
postsecondary institutions was finding the time needed to develop curriculum and assure
that it aligned across both levels and the time required to develop trust between the
partnering institutions (Hughes, Karp, Fermin & Bailey, 2005).
While 62 percent of young people credit a high school teacher who encouraged
them to go to college (Johnson & Duffett, 2005), only 38% of teachers believe that
helping all students prepare for college is very important (National Commission on the
High School Senior Year, 2001a). The National High School Alliance reports that high
school teachers need “substantive competence and new pedagogical strategies to work in
restructured high schools” (Harvey & Housman, 2004, p. 2).
The National Commission on the High School Senior Year (2001b) recommends
that the caseloads of counselors be reduced so they can serve as adult mentors to students.
According to a survey of guidance counselors released by the U. S. Dept of Education in
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2003, the ratio of students to counselors was 284 to 1 (Hughes & Karp, 2006; NCES,
2004a). North Dakota’s P-16 Initiative has recommended a ratio of 250 to 1, instead of
the current 400+ to 1 (ND P-16 Initiative, 2006).
The quality and intensity of the high school curriculum is the single most
important predictor of college completion (Achieve, Inc., 2006; American Diploma
Project, 2004; Horn, Kojaku & Carrol, 2001; Venezia, Kirst & Antonio, 2003). The
National Commission on the High School Senior Year (2001b) recommends replacing
seat time in the senior year with more demanding options such as finishing at their own
pace—including a portfolio of work and a “capstone” senior project; allowing flexible
use of time, expanding opportunities for high school students to experience the
challenges of college work; and connecting to adults who can help students explore their
options.
Of all the variables that influence who enters and who succeeds in college,
aspirations and academic preparation are the most powerful, according to Gladieux and
Swail (2000), who charge that by twelfth grade it is too late to increase the numbers of
students who are ready for college. In support of their arguments, they cite research that
has repeatedly shown that students who take rigorous and progressively more challenging
coursework are far more likely to plan for and enroll in college. Gladieux and Swail
(2000) base their argument on data from the U. S. Department of Education’s
longitudinal studies of high school seniors which affirm that “the answer to who finishes
college and why is always the same: those who were best prepared—regardless of race,
income, or financial aid” (p. 690).
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Statistics from the Third International Mathematics and Science Study (TIMSS)
yield startling statistics. Fully one-third of seniors in the United States no longer study
mathematics; one-third of American seniors are not taking a science course; and U. S.
seniors report spending fewer hours on homework than the average of all other countries
participating in the assessment (National Commission on the High School Senior Year,
2001a).
Unlike mathematics, there is little common understanding o f what should be
taught at each grade level in English. However, 32 states and the District of Columbia
require all students to take four English courses to graduate with a general diploma
(Achieve, Inc., 2004; Dounay, 2006; Education Commission of the States, 2006).
The senior year cannot be fixed in isolation. According to TIMSS, at both the
third- and fourth-grade levels, America is among the top countries in student science
achievement and in reading literacy. By the middle school years, American students are
about average. By the final year of high school, American students outperform only 2 of
the 21 nations that participate in the assessment (National Commission on the High
School Senior Year, 2001a). Furthermore, there is a mistaken belief that our best
students—those who complete calculus and physics in high school—outperform the best
of other countries. In fact, according to the National Commission on the High School
Senior Year Report (2001a), “The performance o f U. S. advanced science and
mathematics students is among the lowest of the 16 countries that administered the
physical and advanced mathematics assessments” (p. 22). Adelman (1999), in his study
of factors relating to bachelor’s degree attainment, found that students who took higher
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levels of math in high school—-beyond Algebra II—are more likely to complete a
bachelor’s degree. Camevale and Desrochers (2003) report that 84 percent of those who
hold highly paid professional jobs had completed Algebra II or higher as their last high
school mathematics course. In Crisis at the Core, ACT (2004a) reported that students
who took two years of Algebra, plus Geometry, and one higher level math course are
much more likely to succeed in college than those who took a less rigorous course.
“American students manage their academic schedules to fit their work and play
schedules, rather than vice versa” (National Commission on the High School Senior
Year, 2001a, p. 16). According to the Commission (2001a), “[m]ore than half of U. S.
twelfth graders (55 percent) report working three or more hours daily at a paid job— three
times the international average. No other advanced country expects students to work, or
permits them to work long hours at low-skill jobs, just to earn spending money” (p. 16).
The Commission (2001a) challenges, “It is time to ask whether American society
considers the senior year to be an extended farewell to adolescence or an integral part of
preparation for life” (p. 19).
The Southern Regional Education Board (SREB) has recommended that seniors
spend half their time enrolled in higher-level academic courses, including math or science
(cited in National Commission on the High School Senior Year, 2001b). The SREB
program called High Schools That Work (HSTW) has grown in the past 15 years to more
than 1,100 high schools in 35 states—about 5 percent of American high schools. SREB
schools work toward a common goal of teaching an upgraded academic core and
concentration that will prepare students for further learning and the workplace and
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encourage block scheduling so students can earn 32 credits rather than the traditional 24,
thereby completing four courses in math and science (National Commission on the High
School Senior Year, 2001b).
The High School Transcript Study shows that the number of course credits earned
by high school graduates increased from 23.6 in 1990 to 26.2 in 2000 (National Center
for Education Statistics, 2004b). North Dakota law, NDCC 15.1-21-02.1, passed in 2003,
requires 21 credits for high school graduation.
Youth at the Crossroads (Barth, Haycock, Huang, & Richardson , n.d.), prepared
by the Education Trust for the National Commission on the High School Senior Year,
reminds educators that the relative performance of our students plummets not because our
students make no growth in high school, but because their counterparts in other countries
make considerably more growth.
While the U. S. remains among the leaders in college participation, it ranks in the
bottom half in college completion (Callan, 2006). Vargas (2005) reports that nationally
“for every 100 students who enter ninth grade, only about 68 will graduate four years
later with a high school diploma, about 39 will enter a two-year or four-year college, and
fewer than 18 will earn an associate’s or bachelor’s degree within 150 percent of optimal
program completion time” (p. 1).
Finn (2006) presses governors and states: 1) to rethink high school exit norms—
so that students who meet them actually possess college-ready skills and knowledge; 2)
to rethink college financing—colleges pay only for college-level work, not remediation,
and bill the K-12 systems for costs of remediating their grads; 3) to ban use of Pell grants
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for taking remedial courses, 4) to rethink school “choice” policies so that high school

students—and their schools—can benefit from accelerating when warranted and can
smooth transition for high school to college.
The American Diploma Project (2004), the joint work of Achieve, Inc., The
Education Trust, and the Thomas B. Fordham Foundation, concluded:
The diploma has lost its value because what it takes to earn one is
disconnected from what it takes for graduates to compete successfully
beyond high school—either in the classroom or in the workplace. Re
establishing the value of the diploma will require the creation of an
inextricable link between high school exit expectations and the intellectual
challenges that graduates invariably will face in credit-bearing college
courses or in high-performance, high-growth jobs (p. 1).
After two years of intensive effort, the partnership achieved its goal of identifying
the English and mathematics skills and knowledge high school graduates must have
mastered if they expect to succeed in postsecondary education or in high-performance,
high-growth jobs (American Diploma Project, 2004). The American Diploma Project
(2004) believes that without clear academic expectations that connect with postsecondary
institutions and the workplace, efforts to improve high schools will fail. Among the
Project’s action agenda items, they propose that postsecondary institutions be held
responsible for the academic success of the students they admit rather than allowing them
to continue to place students in remedial, non-credit-bearing courses (American Diploma
Project, 2004).
States have increasingly been setting statewide graduation requirements, so it is
now rare for such requirements to be wholly determined at the district level. Forty-two
states specify the number of courses in the subject-matter areas; fewer specify the content
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of the courses (Achieve, Inc., 2004; Dounay, 2006; Education Commission of the States,
2006). This lack of content identification “can make it difficult for colleges to develop
pathways from high school to college, because students will enter college with very
different academic backgrounds. Thus, imposing some consistency of requirements, at
least across a particular state, is likely to have a positive effect on the high school-tocollege transition” (Hughes & Karp, 2006, p. 6). The American Diploma Project (2004),
acknowledging that high school graduation requirements are set by state by state,
suggested that “states owe it to their students to set expectations that are portable to other
states” (p. 4).
More states are moving to enact graduation requirements that include four years
of rigorous English and math (through at least Algebra II). Few states have assessments
that truly indicate whether students are ready for college or the workplace. However, five
states—Alabama, Arkansas, Mississippi, South Carolina, and West Virginia—say they
have aligned their top-tier diploma beyond Algebra II, the level that Achieve, Inc.
considers aligned with college- and work-ready expectations (Achieve, Inc., 2004;
Dounay, 2006; Education Commission of the States, 2006).
Only five states—California, Indiana, Nebraska, New York, and Wyoming—
report completing the alignment of high school standards with college and workplace
expectations (Achieve, Inc., 2006). Thirty-five states, however, report they have aligned,
are in the process of aligning, or plan to align their K-12 standards with college and
workplace expectations (Achieve, Inc., 2006).
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Indiana initiated its voluntary Core 40 college-prep curriculum twelve years ago.
The percentage of high school graduates with Core 40 went from 13 percent to 65 percent
in 10 years and moved the state from 34th to 10th in the nation in the percentage of high
school seniors going to college (Jones, 2006). In 2005, the State Legislature made Core
40 mandatory for all students entering eighth grade this fall (Jones, 2006). When those
students enter college, Core 40 will become a minimum entrance requirement for
Indiana’s public colleges (Jones, 2006).
Eight states report they have enacted college- and work-ready diploma
requirements for all students: Arkansas, Texas, Indiana, Kentucky, Michigan, New York,
Oklahoma, and South Dakota (Achieve, Inc., 2006). Those requirements include four
years of rigorous English and mathematics courses through at least Algebra II. Most of
these states’ requirements will be phased in over the next several years and will take
effect by 2012. Parents will be allowed to opt-out for their child by signing a waiver
letter acknowledging the risks for their child in taking a less rigorous curriculum
(Achieve, Inc., 2006).
The research identifies several mechanisms for accelerating high school students
including Advanced Placement, dual credit, and International Baccalaureate courses.
During the 2002-2003 school year, 71 percent of the nation’s high schools offered
courses for dual credit; 67 percent offered Advanced Placement courses, and 2 percent
offered International Baccalaureate courses (Waits, Setzerf & Lewis, 2005). Nationally,
in 2002-2003, 63 percent of small schools (enrollment less than 500), 75 percent of
medium-sized schools (enrollment 500 to 1,199), and 75 percent of large schools
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(enrollment 1,200 or more) offered Advanced Placement courses (Waits, Setzer & Lewis,
2005). Nationally, in 2002-2003, 49 percent of public high schools offered both dual
credit and Advanced Placement courses; 20 percent offered only dual credit; 16 percent
offered only Advanced Placement courses; and 13 percent did not offer any dual-credit or
exam-based courses (Waits, Setzer & Lewis, 2005).
Using the same school size criteria, North Dakota reports show that 16 high
schools (9 percent)—three large, five medium-sized, and eight small schools—enrolled
2134 students in Advanced Placement courses during the 2004-2005 school year and 15
high schools (8 percent)—three large, five medium-sized, and seven small schools—
enrolled 3582 students in Advanced Placement courses during the 2005-2006 school
year. North Dakota has no enrollment in International Baccalaureate courses (North
Dakota Department of Public Instruction, 2006). North Dakota’s dual credit enrollment
data is the focus of this study and will be reported in Chapter 4.
Reports of the prevalence of dual/joint enrollment programs vary greatly.
Although most states regulate at least some aspects of dual enrollment, there are
variations in the names and operation of these programs: courses may be offered on a
college campus or at a high school; program instructors can be from either level; some
classes include high school students only while others are a mix of high school and
college students; credits earned may be immediately transcripted or held in escrow until a
student enrolls at the college after high school; the state or the student may be responsible
for tuition and costs (Karp, Bailey, Hughes & Fermin, 2004).
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The bottom line remains, however, that in most states, today’s students can do
what is asked of them to get a high school diploma and still be unprepared for success in
college or work. Jenkins and Boswell (2002) explain the higher rate for younger students
because younger adults are more likely to be pursuing bachelor’s degrees than are older
students, and bachelor’s degrees are more likely to require specified levels o f preparation.
According to Callan (2006), all states had insufficient data on the educational
performance of college students to permit systemic state or national comparisons.
Colleges continue to accept unprepared students and to enroll them in developmental or
remedial courses (Achieve, Inc., 2004) although eleven states have passed laws
preventing or discouraging public four-year colleges from offering remedial courses
(Jenkins & Boswell, 2002).
The focus on raising high school graduation requirements in most states has
emphasized economic concerns. Most states were aware that low-skilled, high-paying
jobs in the manufacturing sector would become extinct and that the middle-class dream
of finding good work with good wages was already on the decline (Jones, 2006).
Camevale and Desrochers (2003) assert:
.. .the inescapable reality is that ours is a society based on individual
economic autonomy. Those who are not equipped with the knowledge
and skills necessary to get, and keep, good jobs are denied full social
inclusion and tend to drop out of the mainstream culture, polity, and
economy. Hence, if the standards reform movement cannot fulfill its
economic mission to help youth and adults become successful workers, it
also will fail in its cultural and political missions to create good neighbors
and citizens (p. 2).
North Dakota does not specify by content area what courses a student must take to
graduate from high school. The decision is left to each local school board. The state’s
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statute addresses what schools must offer students in each academic discipline (NDCC
15.1-21-02.1), the time required for a high school unit of credit (NDCC 15.1-21-03), and
the total number of credits a student must have to graduate from a North Dakota high
school (NDCC 15.1-21-03).
Yet North Dakota, like most states, has established academic standards for K-12
students. The content of [the nation’s K-12] standards may address only 9th and 10th
grade level achievement (Belcher, n.d.; Barth et al., n.d.). Generally those standards were
developed, with very limited, if any, involvement from postsecondary institutions
(Belcher, n.d.; Barth et al., n.d.). However, Belcher (n.d.) insists, “We must focus on
making every phase of education a seamless passage to the stage that follows” (p. 1).
Kirst and Venezia (2006) report that “ .. .the benchmarks for high-school
assessments in most states are pegged at the level of eighth, ninth, or tenth grade. Few
standards are developed for 11th or 12th grades or connected to the academic expectations
of college” (p. 36). To improve alignment with college-entry assessments, Kirst and
Venezia (2006) suggest states embed postsecondary standards in their K-12 standards.
According to Belcher (n.d.), only two states align K-12 math course requirements
with the tests used for college admission or for placement into college-level courses and
only ten states align standards in English (National Commission on the High School
Senior Year, 2001b). The absence of postsecondary standards, much less standards
aligned with those of the K-12 system, increases the chance that postsecondary curricula
will be redundant, incomplete, or unacceptably varied across institution (Conley, 2003).
Standards for Success, a consortium of 28 universities holding membership in the
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Association of American Universities, studied the alignment between state exams in
English/Language Arts and mathematics and the standards for success in entry-level
university courses (Conley, 2003). Each exam item was compared to the standards
known as Knowledge and Skills for University Success, developed with input from over
400 university faculty. A five-point scale of cognitive complexity was applied to each
test item to determine if it was challenging enough to indicate potential college readiness.
The study’s major finding was that the exams bear an inconsistent relationship to
Knowledge and Skills for University Success standards (Conley, 2003).
Hughes and Karp (2006) noted that frequently there is a disconnect between twoand four-year colleges: universities do not know what community college students are
learning; community college faculties don’t know the expectations of university faculty.
Across the nation, significant progress has been made in recent years with common
course numbering systems—including in North Dakota—and identification of which
general education courses transfer to baccalaureate programs. However, K-16 schools
continue to collaborate insufficiently with each other to align curriculum and academic
content, admissions requirements, and expectations of students (Hughes & Karp, 2006;
National Commission on the High School Senior Year, 2001a).
Jones (2006) recommends aligning high school requirements with college
expectations, using outside experts in order to strengthen participation and acceptance
and bring knowledge that can help state experts; making the college-preparatory
curriculum the default curriculum; giving college-readiness tests in high school to
provide early indicators of college readiness/success; aligning financial aid with taking a
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rigorous curriculum; making it more transparent how well high schools are preparing
students for college and how well colleges do with the students they admit by reporting
remediation, persistence, and completion rates for all higher-education institutions.
The American Diploma Project (2004) also urges states to require all students to
complete the same quality college and workplace-ready curriculum, urging states to
identify both title and content of the English and math curriculum regardless of size or
type of high school.
Kirst and Venezia (2006) suggest that “states could offer financial incentives to
both systems to offer dual enrollment or to reduce remediation” (p. 37). Kirst and
Venezia (2002, 2006) warn that without better information and closer linkages between
K-12 schools and intervention programs, the benefits of these programs will be limited.
Haslam and Rubenstein (2002) note that leaders in postsecondary institutions now
recognize that they have a large stake in the quality of the K-12 system with 72 percent of
high school students enrolling in postsecondary education. Today over 70 percent enroll
in college within a year or two of high school graduation (ACT, 2004a; Haycock, 1999;
Kirst, 2001; ACT, 2006; National Commission on the High School Senior Year, 2001a).
McDonough (2004) of the American Council on Education Center for Policy
Analysis recommends that colleges and universities should develop or expand dual
enrollment or other school-to-college bridge programs to assist students in making a
successful transition to college. McDonough further notes that taking a rigorous
curriculum while in high school is a strong predictor of degree completion.

44

By 2005, Oregon expects the state’s seven public universities and 17 community
colleges will begin using a Proficiency-based Admissions Standards System (PASS)
rather than course credits and grade-point averages to judge students for admission
(National Commission on the High School Senior Year, 2001b).
Kirst and Venezia (2006) assert:
As a nation, we are learning that the number of courses that high-school
students take, and the units and names assigned to those courses, are often
inadequate proxies for whether or not high-school graduates are prepared
to succeed in college-level work. The quality and level of the course work
and instruction, and their level of alignment with postsecondary
expectations, are the key elements of effective reform (p. 36).
Adelman (2006) stumps for high school students getting a taste of postsecondary
curriculum and expectations, previews he says should be “part and parcel of 11th and
12th grade curricula” (p. 105). Such an experience, he suggests should provide students
with a taste of what will be expected and of whether the students’ current knowledge and
skills “put them on the threshold” of meeting those expectations (Adelman, 2006).
Colleges and universities rely on the SAT I and the ACT for college admissions—
some assessment uniformity—but neither is well-aligned with many recent reforms in K12 standards (National Commission on the High School Senior Year, 2001b). In an
October 2000 Policy Brief, the Education Commission of the States (ECS) decried the
system of uncoordinated tests and requirements that students take in high school and
college entrance that create a significant barrier particularly for students ill-prepared by
their high schools for college success. The Education Commission of the States (2000)
asserts that reducing the need for remediation will happen only when state and
institutional leaders work together across systems to identify and create solutions to
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overcome the causes of poor student preparation. ECS (2000) further postulates that
encouraging student participation in dual credit will also do much to bridge the gap
between high school and college and will make the senior year more productive in
addition to saving students and the state money.
There has been a tremendous increase in the past decade in what Bailey and Karp
(2003) call “credit-based transition programs.” Credit-based transition programs include
dual enrollment, Advanced Placement, International Baccalaureate, Tech Prep, and
middle college high school.
In the fall of 2002, the College and Career Transitions Initiative (CCTI) of the
U. S. Department of Education’s Office of Vocational and Adult Education selected the
League for Innovation in the Community College through a competitive process to
administer its project (Hughes & Karp, 2006). The Initiative’s aim is to help community
colleges, working with high schools and business partners, to create career pathways that
lead from high school to 2- and 4-year degrees and technical careers (Hughes & Karp,
2005). CCTI announced five goals: (1) to decrease the need for remediation at the
postsecondary level; (2) to increase enrollment and persistence in postsecondary
education; (3) to increase academic and skill achievement at the secondary and
postsecondary levels; (4) to increase attainment of postsecondary degrees, certificates,
and other recognized credentials; and (5) to increase entry into employment or further
education (Hughes & Karp, 2006). The secondary school component is expected to meet
college entrance requirements as well as state academic standards and graduation
requirements and to make available opportunities for dual or articulated credits. The
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postsecondary pathway is to include articulation and alignment with baccalaureate
programs (Hughes & Karp, 2006).
The Triple A Plan of the National Commission on the High School Senior Year
(2001b) focuses on increased alignment between all levels of education, higher
achievement through college-preparatory study, and expanded and more rigorous
alternatives to the traditional senior year.
Adelman (1999) insists that if the goal is to attain better outcomes of
postsecondary education, we must focus on those aspects of degree achievement that can
realistically be subjected to intervention and change, aspects such as the intensity and
quality of pre-college academic preparation, continuous enrollment, and counseling for
productive first-year college experiences.
Dual credit is enmeshed in the debate about the reported lack of rigor in high
school curriculum and graduation requirements, in wrangling about alignment of K-12
and higher education expectations, and in concerns over ever-increasing costs of
education at all levels. Dual credit makes the senior year more productive and helps
students progress faster through college, thereby saving the state and individual students
money. WICHE (2006) identifies accelerated learning options as Advanced Placement,
International Baccalaureate, dual enrollment, and Tech-Prep. In its report, WICHE
(2006) states, “Until all states and school districts require a rigorous academic curriculum
for all students, accelerated learning options may be the only alternatives that provide
consistently more challenging courses and the opportunity to earn college credit while in
high school” (p. vii).
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Gladieux and Swail (2000) charge policymakers and postsecondary leaders to
“focus on student success, not just access—persistence to a degree not just getting
students in the door” (p. 688). Overall, the Education Commission of the States noted in
2000 that access has grown for all economic, racial, and ethnic groups thanks to four
decades of public policy efforts to boost entry in the system; however, the proportion of
college students completing degrees of any kind has remained flat (Gladieux & Swail,
2000). Girardi (2001) found that “the rural or urban character of high schools, inasmuch
as it is reflected in district enrollment per square mile, is not, in itself, predictive of dual
credit partnership programming” (p. 85).
The National Commission on the High School Senior Year (2001b) recommends
a seamless P-16 system—standards, curriculum, assessment, including teacher education
standards, recruitment, and training; and statewide P-16 councils. Key findings and
recommendations of the National Commission on the High School Senior Year (2001b)
include a number of problems of alignment:
(1) 70% go on to college, only 50% of those who enroll on a four-year campus
leave with a degree, largely due to inadequate preparation in secondary
school;
(2) Exams taken at one level are largely ignored at the next;
(3) High school graduation requirements are not tied to college admissions
standards;
(4) College admissions tests (ACT and SAT) may not be aligned with new higher
state and national standards;
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(5) Teacher education has not kept up with the new reforms in K-12 schools.
Practices in Dual Credit
Although dual enrollment programs vary somewhat from state to state, the
Education Commission of the States (2000) cites as key reasons for supporting dual
credit programs:
(1) To promote rigorous academics and to provide more educational options
(2) To save students time and money on a college degree
(3) To encourage competition from colleges and universities which then might
pressure secondary schools to be more responsive to student and parent needs
(4) To accelerate student progress towards a degree in order to free up additional
space on campus to meet the increased demands for college access by the
children of the “baby boom” generation
(5) To promote greater academic opportunities for students at small rural schools
(6) To enable greater collaboration between high school and college faculty
(7) To increase student aspirations to go to college
(8) To build closer ties between colleges and their communities.
North Dakota passed a postsecondary enrollment options law in 1997 (NDCC
15.1- 25, See Appendix A). Legislation was needed because North Dakota’s law (NDCC
15.1- 18-03) requires that in order to teach a high school course a teacher must be
licensed. The state’s dual credit statute allows postsecondary instructors—who may not
be licensed to teach high school classes—to teach dual credit classes for both high school
and college credit. In addition, North Dakota’s postsecondary enrollment statute, also
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allows for the potential relaxation of the requirement that a course for high school credit
must meet a time-in-class standard (NDCC 15.1-21-03), which a college course might not
meet.
Forty-two states now have adopted some form of postsecondary enrollment
options policy and/or statute (WICHE, 2006). In its Center for Community College
Policy report, the Education Commission of the States (ECS, 2001) describes both
comprehensive and limited dual credit programs. According to ECS, comprehensive
programs include at least two of the following criteria: students pay minimal or no
tuition and fees, both high school and college credit is earned for postsecondary courses,
and few course restrictions exist. Limited programs are described by Center for
Community College Policy (2001) as those that include one of the following criteria:
students pay tuition costs for the postsecondary class, there are more academic credit
restrictions, and there are stringent criteria on eligible courses.
North Dakota’s postsecondary enrollment options program is one of 26 that the
Center for Community College Policy (2001) considers to be limited. The state’s
program is considered to be limited primarily because all costs for tuition and fees are
paid by the student and his or her parent(s). In that regard, North Dakota’s program is
one of twenty in the nation (Center for Community College Policy, 2001). By contrast,
Minnesota’s program, the first in the nation, is considered to be comprehensive as
students’ costs are deducted from state aid to school districts (Education Commission of
the States, 2000).
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In a 1997 evaluation, Minnesota’s Postsecondary Enrollment Options program
revealed that the most prevalent reasons why students participated were to get a head start
on college credits and to save on postsecondary costs (National Association of State
Boards of Education, 1997). A large majority of students and their parents reported
participating because college courses were more challenging than those in high school
and because courses were available at the college level that were not available at
secondary schools (National Association of State Boards of Education, 1997).
In general, the only group reporting dissatisfaction with Minnesota’s program was
secondary school administrators. The reasons they cited were that the program siphons
money away from secondary schools, makes scheduling classes more difficult, disturbs
students’ participation in school activities, and makes consistent staffing levels more
difficult to maintain (National Association of State Boards of Education, 1997).
A 1998 quality control study involving the assessment of student outcomes at
Northern Iowa Area Community College showed that during the review period (1990
through 1994), in virtually every class reviewed, outcomes for dually enrolled students
were not significantly different from those of “regular” college students in the course.
Student achievement using statistical measurement on seven different classes showed no
significant difference based on where the course was taught (Northern Iowa Area
Community College, 1998).
Hebert (2001) conducted a study tracking students who enrolled in dual
enrollment mathematics courses during a five-year period at a large, multicampus
community college in Florida. Hebert found that students who had high school teachers
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for dual-enrollment mathematics courses earned significantly better grades in subsequent
courses at the state universities than those taught by college faculty.
Hebert (2001) found that high school classes are typically scheduled for two times
as many contact minutes as college courses. Hebert (2001) found:
(1) High school teachers may have a decided advantage when teaching
dual enrollment courses on a high school campus: they are at ease
with the high school culture; there is a very different perception of
teaching dual enrollment courses for high school teachers versus the
perception for college faculty. For the high school dual enrollment
teacher, it is considered prestigious, a perk of seniority and experience.
They probably have advanced degrees and an outstanding reputation at
their schools, students are motivated, academically gifted, better
behaved, eager to learn, which makes teaching pleasurable, and the
teacher may receive additional compensation.
(2) The college dual enrollment faculty, on the other hand, is probably the
least senior, least experienced faculty; they feel they were “stuck” with
dual enrollment; the job may require extra hours due to travel and a
schedule that is incompatible with that of the college, and extra
compensation may not outweigh the inconvenience. College faculty
are considered experts in their field and have at least a masters degree
while high school teachers are likely to have masters in their field plus
a degree in education with a background in such things as learning
styles, teaching techniques, developmental stages, and assessment and
evaluation (p. 10).
Hebert (2001) found that it is reasonable based on her findings to suggest that
those students denied transfer credit at universities based solely upon who taught their
dual enrollment classes, may have been victims of institutional policies. Hebert further
suggests that “dual enrollment is not intended to provide a college experience; it is
intended to provide college-level content to academically prepared high school students”
(P- IDStates differ in their approach to dual credit courses and the incentives they
provide. Utah encourages participation in dual credit by offering any student who earns
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an associate degree within three years of high school graduation a state scholarship that
covers 75 percent o f tuition and fees for their upper-division coursework at a state
institution (Education Commission of the States, 2000). Kentucky offers advanced
coursework through its distance-learning system—Virtual High School—as a means of
bridging the gap between high school and college (Education Commission of the States,
2000).
Other states—notably Colorado, Pennsylvania, Utah, and California—are
establishing electronic colleges to help meet the needs of adult and place-bound students
(Education Commission of the States, 2000). Ohio has created a K-16 Council to link K12 and higher education communities. The Ohio Learning Extension Network
“communicates college expectations and defines what entering freshmen should know
and be able to do; provides a continuum of early assessment and intervention services;
targets or reallocates existing fiscal resources; and builds a common agenda through a
partnership council of state education and higher education board members” (Education
Commission o f the States, 2000, p. 4).
ECS (2000) has set forth policy recommendations in support of K-16
collaboration including:
1. Course requirements for high school graduation should be aligned with state
standards and college admissions requirements.
2. Higher education institutions and high schools must do a better job of
identifying and communicating to students and their parents what academic
skills are needed to prepare for postsecondary education.
3. K-12 assessments should be administered through the 11th grade, with that
score used for placement in community colleges and four-year campuses.
States can provide incentives that will help colleges and universities align
their own policies and practices with current K -12 reform.
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4. Reducing the need for remediation at two- and four-year colleges will happen
only when state and institutional leaders work together across systems to
identify and create solutions to overcome the causes of poor student
preparation.
5. State policymakers should ensure that vocational/technical programs are well
integrated among K-12 schools, community colleges, universities and
workforce development efforts.
6. States should support the development of computerized information systems
that allow students to be tracked through the K-12 system, into postsecondary
education at both two- and four-year colleges, then into the workforce, while
adequately ensuring individual privacy.
7. State policymakers should consider funding the dual or concurrent enrollment
o f upper-division high school students in community college courses and
provide incentives to students to accelerate their educational progress.
8. State policymakers and college leaders should adopt measures that will
identify and provide supplemental programs to at-risk students at a much
earlier age to help prepare them for postsecondary success.
9. Policymakers and education leaders should take advantage of growing
academic offerings available through distance-learning systems as a means to
bridge the gap between high school and college (pp. 2-4).
Summary
States committed to creating more seamless systems should consider establishing
K-16 Councils or other ad hoc commissions that have the authority to provide leadership
and coordination in bringing both K-12 and postsecondary education to the table
(Education Commission of the States, 2000).
Estimates of the number of students participating in various forms of credit-based
transition programs range as high as 50 percent (Bailey & Karp, 2003). Their research
suggests that transition programs hold promise, yet most research does not convincingly
document that this promise is being realized (Bailey & Karp, 2003). Bailey and Karp
pose questions about the size of the programs, the program characteristics, the
demographics of enrolled students, and the program effectiveness in increasing college
access and success.
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Venezia (2001) describes a new model of accountability that spans from early
childhood through undergraduate education, noting that the traditional systems fail to
reflect the postsecondary experience of most students. Venezia describes such a system:
Accountability systems should take...into account and support systems
that provide opportunities for all students to prepare well in, and succeed
in, college. In addition, there are currently few ways to determine if
public postsecondary institutions are providing high-quality educational
opportunities for their students. A P-16 accountability system brings a
new level of scrutiny to public postsecondary institutions (p. 1).
In recognition of the controversial nature of accountability systems generally,
Venezia, Callan, Finney, Kirst, and Usdan (2005) call for such a system to be developed
and implemented responsibly so as to “respect the professionalism of educators and earn
the public trust.”
Open systems are by their very nature social systems. Schools are social systems,
so therefore schools are open systems (Owens, 1998). When the ND Legislature enacted
the postsecondary options law, they believed they were bridging a gap between two
separate educational systems. When examining the North Dakota Century School Code,
it appears that the assumption o f the Legislature was that the schools K-12 through higher
education were two separate closed systems. But by the very nature of their
interdependency, they are open social systems which are made up of knowledge, values,
goals, and money.
Although the Legislature perceived K-12 and 13-16 to be separate, closed systems
and not connected, they actually were connected and are today. What has actually
happened through the Legislature was not to change the system from closed to open but
rather to enable an open system to function more efficiently. The evidence seems to
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suggest that students who take college-level coursework while still in high school are
more likely to pursue postsecondary education, require less remediation, and complete
their degree aspirations more efficiently than those who finish high school with only high
school credits.
While one cannot discount other factors such as behavior, family income, attitude,
and individual differences, a full study of North Dakota’s dual credit enrollment statistics
will provide a more extensive picture o f dual credit in North Dakota, which may then
lead to additional questions and recommendations regarding school district and North
Dakota University System policies and practices.
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CHAPTER HI
RESEARCH DESIGN
Purpose of the Study
The purpose o f this study was to examine the impact of the dual credit program on
North Dakota students who have been enrolled, as well as to provide a limited profile of the
high schools and colleges they have attended. The findings will be provided to the North
Dakota Department o f Public Instruction (NDDPI), the North Dakota University System
(NDUS), and the North Dakota Legislature through its Education Committees as well as to
interested high schools and colleges.
The following research questions guided the study:
Research Questions
1. What are the demographics of dual credit enrollment from North Dakota high schools
and colleges based on size and type of institution and gender, grade level of high
school students? Descriptive statistics from the dual credit data system and the North
Dakota University System, linked and reported through analysis by FINDET, were
used to address demographic issues.
2. Are North Dakota students who participated in dual credit courses while in high
school matriculating into and graduating from postsecondary institutions in North
Dakota? Descriptive statistics from the dual credit data system and the North Dakota
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University System, linked and reported through analysis by FINDET, were used to
address matriculation and graduation issues.
3. How well do students who took dual credit courses while in high school perform
academically when they enroll in college following high school graduation?
Descriptive statistics from the dual credit data system and the North Dakota
University System, linked and reported through analysis by FINDET, were used to
address academic performance.
Research Population
The study included all dual credit students who enrolled in at least one dual credit
course through any North Dakota University System campus or a nonpublic or out-of-state
college which was reported to the NDUS over the seven-year period from August 1997
through May 2004. Further, the study included all participating postsecondary institutions
and high schools in North Dakota. All data sets used in this study were located in existing
data in separate databases.
The dual credit enrollment form was jointly developed by the North Dakota
Department o f Public Instruction (NDDPI) and the North Dakota University System (NDUS)
prior to the program’s beginning in school year 1997. The form was provided to the
academic dean of each campus by the NDUS and has been consistently used for dual credit
registration since that time.
Registration forms were completed by the registering student at the beginning of the
semester, grades were added by the college at the end of the course, and copies of the form
were distributed to the student’s high school and to the NDUS at the end of the semester.
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The NDUS and the NDDPI agreed from the outset to use a common database to record the
information.
In addition, the NDUS through its separate campuses maintains a systemwide
database of information once a student has entered college. This database includes grade
point averages, coursework, and graduation information.
Data elements needed for analysis in Questions 1, 2, and 3 were linked through
FINDET, a system of Follow-Up Information on North Dakota Education and Training.
FINDET is a subdivision of the North Dakota Career Resource Network, which in turn is part
of North Dakota Job Service. The FINDET research analyst produced data reports as
requested by the author of this study.
Each high school reported its enrollment to the North Dakota Department of Public
Instruction each fall. Enrollment determines qualification for a category of per student
payments (foundation aid) to the district. High school data is presented by foundation aid
category. The high school’s enrollment/foundation aid category at the time the school first
enrolled students for dual credit courses was maintained throughout the study even if the
school’s later enrollment caused them to shift to a different category.
Data Collection
r.

Permission was granted by the Institutional Review Board to use existing data in this
study. Permission to use information in the shared dual credit database was obtained from
the Superintendent of Public Instruction and from the Chancellor of the North Dakota
University System. Permission was granted also by the Chancellor to link information from
the dual credit database to University system data housed in the FINDET database. The
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analysis was done by linking data elements from the dual credit and FINDET systems. No
data identifying individual students was reported.
Data Analysis
Appropriate data analysis processes were used to analyze the data. Descriptive
statistics were used to analyze demographic data in Question 1, matriculation and graduation
data in Question 2, and grade point averages to provide evidence of performance in
Question 3. These results were tabulated and are presented in Chapter fV.
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CHAPTER IV
THE FINDINGS
In recent years, much attention has been focused on educational accountability for
student success. The public has demanded explanations and solutions to high school
dropout rates, college retention rates, the differences between high school graduation
standards and college entrance expectations, and the need for well-trained employees in
an ever-changing economy. In 1997 North Dakota instituted a transition program called
in statute Postsecondary Enrollment Options, commonly referred to as dual credit. This
study is the first in-depth research of North Dakota’s dual credit program using data from
the state’s dual credit database and from the North Dakota University system.
The population of the study was high school students who enrolled for a college
course while a junior or senior in high school from fall 1997 through spring 2004. Upon
successful completion of the course, these students’ grades were simultaneously recorded
at their high school and at the college where they enrolled. A copy of the dual credit
statute is in Appendix A and the dual credit registration form is in Appendix B.
The data on dual credit were reported at the end of each semester. Dual credit
registration forms were sent by the participating campuses to the offices of the North
Dakota University System (NDUS). They were recorded in a common database, which
was established in 1997 by the participating education agencies—the North Dakota
University System, the Department of Public Instruction, and the Department of Career
(
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and Technical Education. During the span of the study, 12,278 courses were taken for
dual credit. Twenty of the state’s high schools had no students participating in dual
credit. All eleven of the NDUS campuses, as well as two tribal colleges, one private
four-year college in state, one four-year university in Minnesota, and one technical
college in Minnesota reported enrollment. Any student who took even one dual credit
course while in high school and who enrolled at an NDUS campus after high school was
part of this study. Each semester’s data were entered for each course taken by an
individual student. Because no data system was available to track the students who
attended a non-NDUS college after high school, those colleges have not been included in
the study and those students were not reported after they graduated from high school.
Three questions guided the research:
1. What are the demographics of dual credit enrollment from North Dakota high
schools and colleges based on size and type of institution and on gender and
grade level of high school students? Tables 1 through 19 will address
demographics issues.
2. At what rate are North Dakota students who participate in dual credit courses
while in high school matriculating into and graduating from postsecondary
institutions in North Dakota? Tables 20 through 23 will address issues of
postsecondary enrollment after high school.
3. How well do students who took dual credit courses while in high school
perform academically when they enroll in college following high school
graduation? Tables 24 through 27 will provide performance data on dual
credit students.
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Demographics
The demographics o f North Dakota’s dual credit program were identified by high
school, college, curriculum, grade level, and gender in the next section of this study.
Dual credit enrollment data by campus from the fall of 1997 through the spring of
2004 is presented in Table 1. Dual credit enrollments have risen steadily in every school
year except 2002-2003 when there was a slight drop of nine students from the previous
year. Lake Region State College enrolled the greatest number of dual credit students in
each year, with over 40 percent of total enrollment in six of the seven school years. All
but three campuses had enrollment each year. A review of the high schools participating
with the colleges, using the dual credit database indicates that, as a general rule, students
tended to enroll in the University system campus closest to their high school.
These data indicate the number of individual courses taken for dual credit, not the
number of individual students who took dual credit courses. Percentages for each
campus were rounded to nearest whole percent.
Each year’s enrollment was a composite of enrollments for summer, fall, and
spring semesters. Because of low enrollment, summer semester was always included
with the school year enrollments of the following fall. In Table 1, for example, Summer
1998 was included with the totals for fall 1998 and spring 1999.
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Table 1. Demographics of Dual Credit Enrollment by College from 1997 through 2004.

1997-98

1998-99

1999-2000

2000-01

2001-02

2002-03

2003-04

C ollege

B ism a r c k Sta te C o ll
D i c k i n s o n Sta te U n i v

T o ta l
B y C ollege

N (%)

N (%)

85 (6)

145 (7 )

352(24)

421 (21)

N (% )

N (% )

N (%)

14 ( 2 )

54 (4)

107(18)

325 (24)

N (% )

N (% )

N (% )

136(6)

185 (9 )

1 67 ( 7 )

78 6 (6)

512(23)

516(24)

628 (25)

2861(23)

1129(52)

9 8 9 (45)

1008 ( 4 ! )

5519(45)

3 3 4 (5 5 )

611 ( 4 6 )

4 6 9 (32)

9 7 9 (49)

9(1)

7(1)

19(1)

22(1)

25(1)

1 0 6 (5 )

1 2 2 (5 )

3 10(3)

M i n o t Sta te U n i v

19(3)

83 (6)

20(1)

51(3)

46(2)

7 2 (3 )

71 (3 )

3 6 2 (3)

M iS U -B o ttin ea u

6(1)

11 ( 1 )

3 8 (3 )

13(1)

17(1)

33(2)

53 (2)

171(1)

83(14)

4 4(3)

1 5(1)

71 (4)

4 2 (2 )

87(4)

273(11)

615(5)

N D Sta te U n iv

1(0)

23 (2)

10(1)

12(1)

9(0)

3(0)

0 (0)

58(0)

U n i v o f N o rth D a k o t a

0(0)

2(0)

14(1)

6(0)

1(0)

10(0)

10(0)

43 (0)

V a l l e y C ity State U n i v

0(0)

0(0)

0(0)

4 0 (2)

27(1)

0(0)

10(0)

77(1)

W i ll i s t o n Sta te C o ll

0(0)

63 (5)

25(2)

178 ( 9 )

217(10)

134 (6)

129(5)

7 46 (6)

38(6)

118(9)

42 4 (29)

74(4)

23(1)

4 0 (2)

13(1)

7 30 (6)

6 11 ( 1 0 0 )

1341(100)

1471 ( 1 0 0 )

2012(100)

2184(100)

2175(100)

2 484(100)

1 2 ,278(100)

L a k e R e g i o n S ta te C o l l
M a y v i l l e Sta te U n i v

N D Sta le C o l l o f S c i e n c e

N on -N D U S
T o ta l b y S e m e s t e r

The designation “Non-NDUS” included dual credit enrollments in tribal colleges,
private colleges, and out-of-state colleges. A complete listing of all NDUS and nonNDUS colleges who participated in dual credit with North Dakota students is indicated in
Table 2. Students who took dual credit through a non-NDUS campus may not have been
reported in total and were not followed after high school graduation because they did not
appear in the NDUS data system.
Colleges participating in North Dakota’s dual credit program were identified by
type in Table 2. There are eleven colleges in the North Dakota University System,
including five two-year colleges, four four-year universities, and two research
universities. In addition to the NDUS campuses, five other postsecondary institutions
participated and reported North Dakota dual credit students: two North Dakota two-year
tribal colleges, one North Dakota four-year college affiliated with a religious
denomination, and two Minnesota colleges—one technical college and one four-year
university.
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Table 2. Colleges Participating in Dual Credit by Type, 1997 through 2004.

Type

College

North Dakota University System (NDUS) Campuses:
Bismarck State College

Two-year college

Lake Region State College

Two-year college

Minot State Univ - Bottineau

Two-year college

ND State College of Science

Two-year college

Williston State College

Two-year college

Dickinson State University

Four-year university

Mayville State University

Four-year university

Minot State University

Four-year university

Valley City State University

Four-year university

ND State University

Four-year research university

University of North Dakota

Four-year research university

Non-NDUS Campuses:
Fort Berthold Community College

Two-year college, tribal

Turtle Mountain Community College

Two-year college, tribal

Northwest Technical College
Minnesota State University Moorhead

Two-year college, technical,
Minnesota
Four-year college, public, Minnesota

Jamestown College

Four-year college, parochial

Students who took dual credit courses while they were in high school may not
have enrolled at that campus following high school graduation. Data for individual
NDUS institutions providing dual credit to high school students and the college selected
for fall enrollment by students who attended an NDUS institution after graduating from
high school has been presented in Tables 3 through 13.
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Enrollment data of students who took dual credit courses at Bismarck State
College by campus of fall semester enrollment 1998-2004 has been displayed in Table 3.
Except for fall 2002 and fall 2004, an increasing number of students who took dual credit
courses through Bismarck State College while they were in high school continued their
enrollment at Bismarck State after high school. The majority of students, however, chose
to enroll on a four-year university campus after graduating from high school. Except for
fall 1999 and fall 2003, the number of students who transferred to North Dakota State
University or the University of North Dakota after graduating from high school exceeded
the number who continued to be enrolled at Bismarck State. With the exception of fall
2004, total enrollment in each fall semester indicates an increase over the previous fall
semester.
Enrollment data of students who took dual credit courses at Dickinson State
University by campus of fall semester enrollment 1998 through 2004 indicate that an
increasing number of students who took dual credit courses through Dickinson State
University while they were in high school continued their enrollment at Dickinson State
after high school (Table 4).
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Table 3. Enrollment of Students Who Took Dual Credit Courses at Bismarck State College by Campus of Fall Semester
Enrollment, Fall 1998 Through Fall 2004.

FA 98

FA 99

FA 00

FA 01

FA 02

FA 03

FA 04

Total by
College

Bismarck State College

1

7

12

14

11

25

18

88

Dickinson State University

2

0

2

1

4

2

3

14

Lake Region State College

0

0

0

0

0

0

0

0

Mayville State University

0

0

0

0

0

0

1

1

Minot State University

0

1

0

1

0

0

2

4

Minot State Univ - Bottineau

0

0

0

0

0

0

0

0

ND State College of Science

1

0

2

2

5

0

0

10

ND State University

1

3

9

14

19

14

11

71

University of North Dakota

1

3

5

9

8

11

14

51

Valley City State University

0

0

2

2

0

0

0

4

Williston State College

0

0

0

0

1

0

0

1

Total by Semester

6

14

32

43

48

52

49

244

College of Fall Enrollment

Table 4. Enrollment of Students Who Took Dual Credit Courses at Dickinson State University by Campus of Fall Semester
Enrollment, Fall 1998 Through Fall 2004.

College of Fall Enrollment

FA 98

FA 99

FA 00

FA 01

FA 02

FA 03

FA 04

Total by
College

0

4

10

23

36

38

47

158

Dickinson State University

18

57

96

123

166

209

253

922

Lake Region State College

0

0

1

3

2

0

0

6

Mayville State University

2

1

2

2

5

5

5

22

Minot State University

0

2

6

10

13

20

34

85

Minot State Univ - Bottineau

0

0

0

0

4

3

1

8

ND State College of Science

4

10

12

24

33

22

24

129

13

40

78

105

153

172

187

748

University of North Dakota

4

19

37

60

90

129

141

480

Valley City State University

1

1

2

4

3

4

3

18

Williston State College

0

4

5

4

5

5

8

31

42

138

249

358

510

607

703

2607

Bismarck State College

ND State University

Total by Semester

The majority of students chose to enroll on a four-year campus after graduating
from high school. The numbers of students who enrolled after high school graduation at
North Dakota State University and at the University of North Dakota combined exceeded
the number who maintained their enrollment at Dickinson State. The total enrollment in
each fall semester was an increase over the previous fall semester.
Enrollment data of students who took dual credit courses at Lake Region State
College by campus of fall semester enrollment 1998-2004 indicated an increasing
number of students who took dual credit courses through Lake Region State College
while they were in high school continued their enrollment at Lake Region after high
school (Table 5). Lake Region had the largest enrollment in dual credit every semester
over the period of this study. The majority of those students chose to enroll on a fouryear university campus after graduating from high school. Every fall, the majority of
students who took dual credit courses at Lake Region enrolled at North Dakota State
University or the University of North Dakota. The total enrollment in each fall semester
indicated an increase over the previous fall semester.
Enrollment data of students who took dual credit courses at Mayville State
University by campus of fall semester enrollment 1998-2004 is indicated in Table 6. A
small number of students who took dual credit at Mayville State University matriculated
to Mayville State the fall after high school graduation. The majority of students chose to
enroll on a four-year university campus after graduating from high school.
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Table 5. Enrollment of Students Who Took Dual Credit Courses at Lake Region State College by Campus of Fall Semester
Enrollment, Fall 1998 Through Fall 2004.

FA 98

FA 99

FA 00

FA 01

FA 02

FA 03

FA 04

Total by
College

Bismarck State College

3

4

7

14

15

25

33

101

Dickinson State University

0

2

3

3

6

9

10

33

Lake Region State College

7

18

42

50

55

63

67

302

Mayville State University

5

11

20

28

37

45

45

191

Minot State University

2

12

17

27

38

48

67

211

Minot State Univ - Bottineau

7

2

6

5

12

11

8

51

ND State College of Science

23

20

33

36

46

43

48

249

ND State University

35

71

137

225

308

349

359

1484

University o f North Dakota

5

97

156

240

303

391

427

1619

Valley City State University

0

8

21

24

36

49

59

197

0

1

1

2

4

3

11

245

443

653

858

1037

1126

4449

College of Fall Enrollment

Williston State College
Total by Semester
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Table 6. Enrollment of Students Who Enrolled in Dual Credit Courses at Mayville State University by Campus of Fall
Semester Enrollment, Fall 1998 Through Fall 2004.

College of Fall Enrollment

FA 98

FA 99

FA 00

FA 01

FA 02

FA 03

FA 04

Total by
College

Bismarck State College

0

0

0

0

0

0

0

0

Dickinson State University

0

0

0

0

0

1

1

2

Lake Region State College

0

0

0

0

0

1

0

1

Mayville State University

1

4

2

3

5

12

9

36

Minot State University

0

0

0

0

0

0

0

0

Minot State Univ - Bottineau

0

0

0

0

0

1

1

2

ND State College of Science

0

0

0

0

0

0

2

2

ND State University

0

1

3

5

6

14

15

44

University of North Dakota

0

2

4

8

7

17

36

74

Valley City State University

1

1

2

2

4

3

5

18

Williston State College

0

0

0

0

0

0

0

0

Total by Semester

2

8

11

18

22

49

69

179

Since fall 2000 most students who took dual credit courses at Mayville State
enrolled after graduation at either North Dakota State University or at the University of
North Dakota. Total enrollment in each fall semester increased over the previous fall
semester.
The enrollment data of students who took dual credit courses at Minot State
University by campus of fall semester enrollment 1998-2004 is presented in Table 7. A
number of students who took dual credit at Minot State University matriculated to Minot
State the fall after high school graduation. Since fall 2000, most students who took dual
credit courses at Minot State enrolled after high school graduation at either North Dakota
State University or at the University of North Dakota. Enrollment in each fall semester
increased over the previous fall semester.
Enrollment data of students who took dual credit courses at Minot State
University - Bottineau by campus of fall semester enrollment 1998-2004 is shown in
Table 8. A small number of students who took dual credit at Minot State University Bottineau matriculate to Minot State - Bottineau the fall after high school graduation.
The majority of students chose to enroll on a four-year university campus after
graduating from high school. The majority of students who took dual credit at Minot
State - Bottineau enrolled the fall after high school graduation at Minot State University,
North Dakota State University, or the University of North Dakota. Total enrollment in
each fall semester increased over the previous fall semester.
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Table 7. Enrollment of Students Who Enrolled in Dual Credit Courses at Minot State University by Campus of Fall Semester
Enrollment, Fall 1998 Through Fall 2004.

FA 98

FA 99

FA 00

FA 01

FA 02

FA 03

FA 04

Total by
College

Bismarck State College

0

2

3

1

0

2

3

11

Dickinson State University

0

0

2

2

2

2

1

9

Lake Region State College

0

0

0

0

0

0

0

0

Mayville State University

0

0

1

0

0

0

0

1

Minot State University

6

15

21

27

41

52

58

220

Minot State Univ - Bottineau

0

0

0

4

3

4

4

15

ND State College of Science

1

3

1

2

2

1

1

11

ND State University

1

5

11

24

22

17

24

104

University of North Dakota

2

15

19

24

28

30

34

152

Valley City State University

0

0

0

0

0

0

0

0

Williston State College

1

1

2

1

0

0

2

7

11

41

60

85

98

108

127

530

College of Fall Enrollment

Total by Semester

Table 8. Enrollment of Students Who Enrolled in Dual Credit Courses at Minot State University - Bottineau by Campus of
Fall Semester Enrollment, Fall 1998 Through Fall 2004.

FA 98

FA 99

FA 00

FA 01

FA 02

FA 03

FA 04

Total by
College

Bismarck State College

0

0

1

0

0

1

1

3

Dickinson State University

0

0

0

0

0

0

0

0

Lake Region State College

0

0

0

0

0

0

0

0

Mayville State University

0

0

0

0

1

1

3

5

Minot State University

1

4

2

3

4

8

9

31

Minot State Univ - Bottineau

2

3

2

5

6

8

5

31

ND State College of Science

0

0

0

1

1

1

1

4

ND State University

0

0

5

6

7

12

15

45

University of North Dakota

0

1

3

6

8

13

14

45

Valley City State University

0

0

0

0

0

0

2

2

Williston State College

0

0

0

0

0

0

2

2

Total by Semester

3

8

13

21

27

44

52

168

College of Fall Enrollment

The enrollment data o f students who took dual credit courses at North Dakota
State College of Science by campus of fall semester enrollment 1998-2004 indicates a
number of students who took dual credit courses through North Dakota State College of
Science while they were in high school continued their enrollment at NDSCS State after
high school (Table 9). The majority of students, however, chose to enroll on a four-year
university campus after graduating from high school. Except for fall 2000, the total
enrollment in each fall semester indicates an increase over the previous fall semester.
North Dakota State University has had limited involvement with dual credit since
1997 (Table 10). A majority o f students (63 percent) who took dual credit courses
through North Dakota State University while they were in high school continued their
enrollment at North Dakota State after high school. Over the seven-year period of the
study, only four students matriculated after high school graduation to a two-year college.
Total enrollment each fall semester does not indicate a steady increase over the previous
fall semester.
The enrollment data of students who took dual credit courses at the University of
North Dakota by campus of fall semester enrollment 1998-2004 is displayed in Table 11.
The University of North Dakota has had the most limited involvement with dual credit of
all NDUS campuses. Only one student who enrolled for dual credit through UND
matriculated after high school graduation to another college. Fall enrollment of students
who took dual credit courses through UND has been nearly equal for the past four years.
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Table 9. Enrollment of Students Who Enrolled in Dual Credit Courses at North Dakota State College of Science by Campus of
Fall Semester Enrollment, Fall 1998 Through Fall 2004.

FA 98

FA 99

FA 00

FA 01

FA 02

FA 03

FA 04

Total by
College

Bismarck State College

1

1

0

0

0

1

6

9

Dickinson State University

0

0

1

1

1

0

0

3

Lake Region State College

0

0

0

0

0

0

0

0

Mayville State University

0

0

0

0

1

0

2

3

Minot State University

0

0

0

0

0

1

3

4

Minot State Univ - Bottineau

0

0

0

0

0

0

0

0

ND State College of Science

9

15

10

9

9

17

22

91

ND State University

4

7

11

20

21

26

72

161

University of North Dakota

3

12

11

12

11

10

17

76

Valley City State University

0

2

2

3

6

6

9

28

Williston State College

0

0

0

0

0

0

0

0

17

37

35

45

49

61

131

375

College of Fall Enrollment

Total by Semester

Table 10. Enrollment of Students Who Enrolled in Dual Credit Courses at North Dakota State University by Campus of Fall
Semester Enrollment, Fall 1998 Through Fall 2004.

FA 98

FA 99

FA 00

FA 01

FA 02

FA 03

FA 04

Total by
College

Bismarck State College

0

0

0

0

0

0

0

0

Dickinson State University

0

0

0

0

0

0

0

0

Lake Region State College

0

0

0

0

0

0

0

0

Mayville State University

0

0

0

0

0

0

0

0

Minot State University

0

0

0

0

0

0

0

0

Minot State Univ - Bottineau

0

0

0

0

0

0

0

0

ND State College of Science

0

0

1

2

1

0

0

4

ND State University

0

0

3

7

9

5

8

32

University of North Dakota

0

1

2

4

3

2

2

14

Valley City State University

0

1

0

0

0

0

0

1

Williston State College

0

0

0

0

0

0

0

0

Total by Semester

0

2

6

13

13

7

10

51

College of Fall Enrollment

Table 11. Enrollment of Students Who Enrolled in Dual Credit Courses at the University of North Dakota by Campus of Fall
Semester Enrollment, Fall 1998 Through Fall 2004.

FA 98

FA 99

FA 00

FA 01

FA 02

FA 03

FA 04

Total by
College

Bismarck State College

0

0

0

0

0

0

0

0

Dickinson State University

0

0

0

0

0

0

0

0

Lake Region State College

0

0

0

0

0

0

0

0

Mayville State University

0

0

0

0

0

0

0

0

Minot State University

0

0

0

0

0

0

0

0

Minot State Univ - Bottineau

0

0

0

0

0

0

0

0

ND State College of Science

0

0

0

0

0

0

0

0

ND State University

0

0

0

0

0

0

1

1

University of North Dakota

0

0

3

6

7

6

7

29

Valley City State University

0

0

0

0

0

0

0

0

Williston State College

0

0

0

0

0

0

0

0

Total by Semester

0

0

3

6

7

6

8

30

College of Fall Enrollment

The enrollment data of students who took dual credit courses at Valley City State
University by campus of fall semester enrollment 1998-2004 is displayed in Table 12.
The data indicate that Valley City State University has been participating in dual credit
t

courses for the past four years. Only one student who registered for dual credit through
Valley City State matriculated to a two-year college after graduating from high school.
The majority of students chose to enroll on a four-year university campus after
graduating from high school. In all four years, more students matriculated to North
Dakota State University and to the University of North Dakota following high school
graduation than maintained their enrollment at Valley City State. After a small beginning
in fall 2001, the dual credit enrollment at Valley City State increased but remains low
compared to other campus dual credit enrollments.
The enrollment data of students who took dual credit courses at Williston State
College by campus of fall semester enrollment 1998-2004 shows that, except for fall
2004, an increasing number of students who took dual credit courses through Williston
State College while they were in high school continued their enrollment at Williston State
after high school (Table 13). The majority of students chose to enroll on a four-year
university campus after graduating from high school. Students who enrolled in dual
credit courses through Williston State College matriculated after graduating from high
school to all NDUS campuses except Lake Region State College, Minot State University
- Bottineau, and Valley City State University in fall 2002; to all NDUS campuses except
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Table 12. Enrollment of Students Who Enrolled in Dual Credit Courses at Valley City State University by Campus o f Fall
Semester Enrollment, Fall 1998 Through Fall 2004.

FA 98

FA 99

FA 00

FA 01

FA 02

FA 03

FA 04

Total by
College

Bismarck State College

0

0

0

0

1

0

0

1

Dickinson State University

0

0

0

0

0

0

0

0

Lake Region State College

0

0

0

0

0

0

0

0

Mayville State University

0

0

0

0

0

0

0

0

Minot State University

0

0

0

0

0

0

0

0

Minot State Univ - Bottineau

0

0

0

0

0

0

0

0

ND State College of Science

0

0

0

0

0

0

0

0

ND State University

0

0

0

4

7

6

8

25

University of North Dakota

0

0

0

8

13

13

11

45

Valley City State University

0

0

0

5

13

13

18

49

Williston State College

0

0

0

0

0

0

0

0

Total by Semester

0

0

0

17

34

32

37

120

College of Fall Enrollment

Table 13. Enrollment of Students Who Enrolled in Dual Credit Courses at Williston State College by Campus of Fall
Semester Enrollment, Fall 1998 Through Fall 2004.

FA 98

FA 99

FA 00

FA 01

FA 02

FA 03

FA 04

Total by
College

Bismarck State College

0

1

1

0

3

12

15

32

Dickinson State University

0

0

0

4

6

8

8

26

Lake Region State College

0

0

0

0

0

0

1

1

Mayville State University

0

0

0

1

1

3

3

8

Minot State University

0

1

2

8

15

16

33

75

Minot State Univ - Bottineau

0

0

0

0

0

0

0

0

ND State College of Science

0

0

0

0

2

3

2

7

ND State University

0

2

8

13

19

22

29

93

University of North Dakota

0

2

6

20

37

54

62

181

Valley City State University

0

0

0

0

0

1

1

2

Williston State College

0

9

10

22

45

48

43

177

Total by Semester

0

15

27

68

128

167

197

602

College of Fall Enrollment

Lake Region State College and Minot State University - Bottineau in fall 2003, and to all
NDUS campuses except Minot State University - Bottineau in fall 2004.
In 2000-2001, 2012 courses were taken by 731 high school juniors and seniors,
the grade levels eligible for the program (Table 14). This represented an average of 2.8
courses per student. The average number of courses declined over the four-year period.
Based on completed registrations received in the University system offices, it was
common for a student to take one course for dual credit each semester of the school year.
Some students took one course per year, some took considerably more. A number of
students, particularly seniors—took more than one course each semester. The statute set
no limit to the number o f classes a student could take per semester. A college or high
school may have set a limit, but this study had no way of discerning that information.

Table 14. Comparison of Dual Credit Total Course Enrollment to the Unduplicated
Count of Dual Credit Students in the North Dakota University System by Year from
2000-2001 Through 2003-2004.

Academic Year

Number of Dual
Credit Courses Taken

Unduplicated Count of
Dual Credit Students*

Average of
Courses Taken

2000-2001

2012

731

2.8

2001-2002

2184

988

2.2

2002-2003

2175

1065

2.0

2003-2004

2484

1198

2.0

The number of students taking dual credit courses increased every year. Over the
four-year period, the number of courses taken for dual credit increased in every year with
the exception of 2002-2003 when there was a slight decline of 9 courses. A change in
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recording practices in 2000 made similar data prior to 2000 unreliable. For that reason,
only the four years are included in this part of the study.
The number of high schools in North Dakota by enrollment size has declined as
shown in Table 15. The enrollment categories mirror the size categories used for state
funding to high schools: high schools with fewer than 75 students, high schools with
enrollments between 75 students and 149 students, high schools with enrollments
between 150 students and 549 students, and high schools with enrollments of 550
students or more.
North Dakota has projected continuing declining enrollment which may over time
result in considerable enrollment shift as smaller schools close or reorganize. For
consistency in reporting in this study, a high school’s enrollment fluctuations over the
period of the study were not tracked. The first year in which a school reported students
participating in dual credit is maintained in the study as the enrollment category for that
school throughout the study.
Dual credit course enrollment by school size in each year from 1997-1998
through 2003-2004 has been presented in Table 16. The school size category of 150 to
549 students generally had the greatest percentage of total dual credit enrollment for each
school year. However, the growth rate in the second smallest school size category
(schools with enrollments from 75 to 149 students) indicated significant gains over the
seven-year period, even exceeding the 150 to 549 school size category in the percentage
of dual credit students in school year 2001-2002 and being equal to or slightly lower in
2002-2003 and 2003-2004. The lowest enrollment in dual credit by percentage of total
dual credit enrollments was in the state’s largest schools, those having enrollments of 550
84

students or more. The smallest school size, schools with fewer than 75 students, had
limited enrollment but demonstrated generally growing involvement in the dual credit
program.
The designation “number” means the number of classes taken for dual credit, not
the number of students enrolled. Percentages shown are the percent of total dual credit
courses taken in the specified school year.
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Table 15. Number of North Dakota(High Schools by Enrollment Size, 1997 Through 2004.

Enrollment Category

1997-1998

1998-1999

1999-2000

2000-2001

2001-2002

2002-2003

2003-2004

<75 students

73

71

72

74

66

73

70

75-149

57

60

61

61

63

57

61

150-549

39

37

33

32

31

29

26

550 or more

12

12

12

12

11

11

11

181

180

178

179

171

170

168

Total High Schools

Table 16. Enrollments in Dual Credit Courses by North Dakota High School Size, 1997 Through 2004.

1997-1998

1998-1999

1999-2000

2000-2001

2001-2002

2002-2003

2003-2004

N (%)

N(%)

N (%)

N (%)

N (%)

N (%)

N (%)

N (%)

Enrollment Category

Total
Enrollment
by School
Size

66(11)

147(11)

221 (15)

265(13)

398(18)

279(13)

366(15)

1742 (14)

75-149

109(18)

314(23)

391 (27)

573 (29)

788 (36)

753 (34)

847 (34)

3775 (31)

150-549

325 (53)

632 (47)

646(44)

762 (38)

530 (24)

750 (34)

937 (38)

4582(37)

550 or more

111 (18)

248(19)

213 (14)

412 (20)

468 (21)

393 (18)

334(13)

2179(18)

611 (100)

1341 (100)

1471 (100)

2012(100)

2184(99)

2175 (99)

2484(100)

12278 (100)

<75 students

Total Enrollment
By Semester

The enrollment in dual credit courses by gender indicated a consistent pattern of
gender differences in dual credit enrollment (Table 17). Females outnumbered males in
dual credit enrollment in every semester and every year.
Enrollment of seniors far exceeded that of juniors in dual credit courses (Table
18). By statute, enrollment in dual credit courses was limited to juniors and seniors in
high school. In the final three years of the study as shown in the table, the percentage
split between juniors and seniors was identical.
Dual credit enrollment by content area from school year 1997-1998 through
school year 2003-2004 indicates that, in every year, English composition courses had the
largest enrollments (Table 19). Mathematics and social science courses were generally
second or third in the number of courses taken for dual credit. Speech courses also were
very popular. Courses with low enrollment dual credit courses were primarily in arts,
foreign languages, and career and technical education (miscellaneous).
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Table 17. Enrollments in Dual Credit by Gender, 1997 Through 2004.

Enrollment Category

1998-1999

N (%)

N (%)

N (%)

N (%)

N (%)

N (%)

N (%)

N (%)

Females

397 (65)

846 (63)

866 (59)

1172(58)

1253 (57)

1240 (57)

1388 (56)

7162 (58)

Males

214(35)

495 (37)

605 (41)

840 (42)

931 (43)

935 (43)

1096 (44)

5116(42)

611 (100)

1341 (100)

1471 (100)

2012(100)

2184(100)

2175 (99)

2484(100)

12278 (100)

Total Enrollment
oo
VO

Total
by Gender

1997-1998

1999-2000

2000-2001

2001-2002

2002-2003

2003-2004

Table 18. Enrollments in Dual Credit by Year in School, 1997 Through 2004.

1997-1998

1998-1999

1999-2000

2000-2001

2001-2002

2002-2003

2003-2004

Total by Year
in School

N (%)

N (%)

N (%)

N (%)

N (%)

N (%)

N (%)

N (%)

Juniors

72(12)

297 (22)

305 (21)

445 (22)

419(19)

421 (19)

483 (19)

2442 (20)

Seniors

539 (88)

1044 (78)

1166 (79)

1567 (78)

1765 (81)

1754 (81)

2001 (81)

9836 (80)

611 (100)

1341 (100)

1471 (100)

2012(100)

2184 (99)

2175 (99)

2484(100)

12278(100)

Enrollment Category

Total Enrollment

VO

o

Table 19. Enrollments in Dual Credit by Curriculum, 1997 Through 2004.

T o ta l b y
2 0 0 1 -2 0 0 2

2 0 0 2 -2 0 0 3

2 0 0 3 -2 0 0 4

C u rricu lu m

N (% )

N (% )

N (% )

N (% )

N (% )

5 5 5 (3 8 )

5 4 0 (2 7 )

6 2 8 (2 9 )

6 7 7 (3 1 )

9 4 9 (3 8 )

4 1 5 1 (3 4 )

2 4 6 (1 8 )

1 7 7 (1 2 )

2 9 6 (1 5 )

2 9 9 (1 4 )

2 9 7 (1 4 )

35 2 (1 4 )

1 7 5 2 (1 4 )

5 8 (9 )

1 8 4 (1 4 )

2 2 0 (1 5 )

4 5 0 (2 2 )

4 7 1 (2 2 )

5 3 5 (2 5 )

5 0 9 (2 0 )

2 4 2 7 (2 0 )

3 9 (6 )

8 3 (6 )

7 9 (5 )

94 (5 )

1 1 3 (5 )

8 6 (4 )

1 7 7 (7 )

671 ( 5 )

6 6 (1 0 )

2 7 3 (2 0 )

3 0 3 (2 1 )

4 0 8 (2 0 )

3 7 9 (1 7 )

3 41 (1 6 )

2 0 4 (8 )

1 9 7 4 (1 6 )

F o re ig n L a n g u a g es

0 (0 )

3 6 (3 )

2 2 (1 )

2 9 (1 )

5 9 (3 )

3 0 (1 )

5 2 (2 )

2 2 8 (2 )

B u sin e ss/C o m p u te r

1 7 (3 )

2 7 (2 )

7 8 (5 )

1 5 4 (8 )

1 8 4 (8 )

1 47 ( 7 )

177 (7 )

7 8 4 (6 )

M is c e lla n e o u s

1 1 (2 )

2 5 (2 )

3 7 (3 )

41 (2 )

5 1 (2 )

62 (3 )

6 4 (3 )

2 9 1 (2 )

6 1 1 (1 0 0 )

1341 (1 0 0 )

1471 (1 0 0 )

2 0 1 2 (1 0 0 )

2 1 8 4 (1 0 0 )

2 1 7 5 (1 0 0 )

2 4 8 4 (1 0 0 )

1 2 2 7 8 (1 0 0 )

1 9 9 7 -1 9 9 8

1 9 9 8 -1 9 9 9

1 9 9 9 -2 0 0 0

N (% )

N (% )

N (% )

3 3 5 (5 5 )

4 6 7 (3 5 )

8 5 (1 3 )

M a th em atics
S c ie n c e s

E n rollm en t C a teg o ry

E n g lish /C o m p o sitio n
Sp eech

S o c ia l S c ie n c e s

T otal E n rollm en t

2 0 0 0 -2 0 0 1

Postsecondary Enrollment After High School
Without exception, over three-quarters of dual credit students from the seven
years studied chose to enroll in a four-year college the fall semester after graduating from
high school (Table 20).
Table 20. Type of Postsecondary Institution Selected for Enrollment in Fall Semester
after High School Graduation by Students Who Took Dual Credit Courses While in High
School.

Two-year campus

Four-year campus

Total

N (%)

N (%)

N (%)

1998

40 (24)

130(76)

170(100)

1999

80 (22)

279 (78)

359(100)

2000

101 (23)

338 (77)

439(100)

2001

124 (22)

437 (78)

561 (100)

2002

153 (24)

475 (76)

628(100)

2003

157 (22)

541 (78)

698(100)

2004

150 (21)

559 (79)

709(100)

Graduation Year

Students tended to take courses on the University System campus closest to their
high school. However, as indicated in Table 21, many chose not to enroll at the campus
where they took dual credit once they had graduated from high school. The issue to be
studied is whether dual credit students matriculate to the campus of dual credit
enrollment or change campuses once they have completed high school.
For example, of a total of 8,950 dual credit students, 4,449 students enrolled in
dual credit courses through Lake Region State College over the seven-year period (Table
21). This represented fifty percent of all dual credit enrollments over the period studied.
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Only seven percent of those students, however, chose to enroll at Lake Region State
College following graduation from high school. Conversely, 30 students enrolled in dual
credit through the University of North Dakota—less than one percent of total dual credit
enrollment—and 97 percent of those students—a total of 29 students—continued their
enrollment at the University of North Dakota following high school graduation.

Table 21. Cumulative Dual Credit Enrollment by College Compared to Enrollment of
Dual Credit Students on Same Campus the Fall After High School Graduation.

Enrollment on Same
Campus Following
High School Graduation

Cumulative Dual Credit
Course Enrollment
College

No.

%

No.

%

244

3

88

36

Dickinson State University

2607

29

922

35

Lake Region State College

4449

50

302

7

Mayville State University

179

2

36

20

Minot State University

530

6

220

42

Minot State Univ - Bottineau

168

2

31

18

ND State College of Science

375

4

91

24

ND State University

51

1

32

63

University of North Dakota

30

0

29

97

Valley City State University

120

1

49

41

Williston State College

197

2

43

22

Bismarck State College

Issues of matriculation and degree or program completion on the NDUS
campuses in response to research question 2 are presented in Tables 22 and 23. Over the
seven years studied, students who enrolled in dual credit courses while in high school and
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Table 22. Postsecondary Completion Status of All High School Graduates Who Had Enrolled in Dual Credit Courses While in
High School for Years 1997 to 2004.

Grad Yr

Certificate

Diploma

Associate

Bachelors

Masters

Doctorate

Professional

Total

1998

3

0

26

106

8

2

l

146

1999

2

2

47

189

10

0

3

253

2000

9

5

57

204

4

0

0

279

2001

10

2

78

132

1

0

0

223

2002

5

2

82

9

0

0

0

98

2003

3

1

54

1

0

0

0

59

2004

5

0

2

3

0

0

0

10

Total

37

12

346

644

23

2

4

1068

completed 1,068 programs or degrees. Those students who enrolled in dual credit classes
and graduated from high school in 1998 completed a total of 146 programs or degrees,
including 3 certificates, 26 associate degrees, 106 bachelors degrees, 8 masters degrees, 2
doctorates, and 1 professional degree. Those students who enrolled in dual credit classes
and graduated from high school in 1999 completed a total of 253 programs or degrees,
including 2 certificates, 2 diplomas, 47 associate degrees, 189 bachelors degrees, 10
masters degrees, and 3 professional degrees. Overall the students in these seven years,
completed 37 certificates, 12 diplomas, 346 associate degrees, 644 bachelors degrees, 23
masters degrees, 2 doctorates, and 4 professional degrees.
Table 23 shows the cumulative NDUS enrollment of students who took dual
credit while in high school. Spring semesters 1999, 2001, 2002, and 2003 show a
decrease in the accumulation of these students in the NDUS indicating they had
completed their program or degree or had dropped out of college.
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Table 23. Cumulative Total of High School Graduates from Spring 1998 Through Spring
2003 Who Took Dual Credit Courses in High School and Enrolled in the NDUS after
Graduation.

High School Graduation Year
Semester
1998

1999

2000

2001

2002

2003

Total

Fall 1998

170

0

0

0

0

0

170

Spring 1999

166

0

0

0

0

0

166

Fall 1999

167

359

0

0

0

0

526

Spring 2000

167

361

0

0

0

0

528

Fall 2000

147

336

439

0

0

0

889

Spring 2001

143

320

422

0

0

0

922

Fall 2001

141

287

413

561

0

0

1402

Spring 2002

129

277

409

551

0

0

1366

Fall 2002

91

278

376

544

628

0

1917

Spring 2003

75

263

360

525

611

0

1834

Fall 2003

47

191

334

474

580

698

2324

Spring 2004

36

154

318

457

561

686

2212

Academic Performance
Research question 3 deals with how well students who took dual credit courses
while in high school performed academically when they enrolled in college following
high school graduation. Performance data on dual credit students have been provided in
Tables 24 through 28.
Table 24 shows the average grade point average of spring 1998 high school
graduates who had taken dual credit courses while in high school. The highest grade
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point average is registered in the fall of the 1998, the first semester they enrolled after
high school, the semester there were more of them in the NDUS system than any other
semester. The lowest grade point average was in the fall of 2002, when 91 of the 170
students in this cohort were in the NDUS. Throughout the entire 12 semesters, the
average grade point average remained above a 3 on a 4-point scale, generally considered
a B average.

Table 24. Grade Point Averages of Spring 1998 Cohort Who Took Dual Credit Courses
in High School and Enrolled in the NDUS After Graduation.

Average
Cohort GPA

Semester

Number of Cohort Graduates
Enrolled in NDUS

Fall 1998

170

3.50

Spring 1999

166

3.09

Fall 1999

167

3.15

Spring 2000

167

3.18

Fall 2000

147

3.16

Spring 2001

143

3.18

Fall 2001

141

3.19

Spring 2002

129

3.20

Fall 2002

91

3.04

Spring 2003

75

3.12

Fall 2003

47

3.14

Spring 2004

36

3.22

The average grade point average of spring 1999 high school graduates who had
taken dual credit courses while in high school is shown in Table 25. The highest grade
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point average is registered in the fall of the 1999, the first semester they enroll after high
school, the semester there were more of them in the NDUS system than any other
semester. The lowest grade point average was in the spring of 2000, when 336 of the 359
students in this cohort were in the NDUS. Throughout the entire 12 semesters, the
average grade point average remained above a 3 on a 4-point scale, generally considered
a B average.

Table 25. Grade Point Averages of Spring 1999 Cohort Who Took Dual Credit Courses
in High School and Enrolled in the NDUS after Graduation.

Average
Cohort GPA

Semester

Number of Cohort Graduates
Enrolled in NDUS

Fall 1999

359

3.43

Spring 2000

361

3.12

Fall 2000

336

3.15

Spring 2001

320

3.10

Fall 2001

287

3.13

Spring 2002

277

3.17

Fall 2002

278

3.16

Spring 2003

263

3.19

Fall 2003

191

3.16

Spring 2004

154

3.17

The average grade point average of spring 2000 high school graduates who had
taken dual credit courses while in high school is shown in Table 26. The highest grade
point average was registered in the fall of the 2000, the first semester they enrolled after
high school, the semester there are more of them in the NDUS system than any other
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semester. The lowest grade point average was in the spring of 2001, when 422 of the 439
students in this cohort were in the NDUS. Throughout the entire 12 semesters, the
average grade point average remained above a 3 on a 4-point scale, generally considered
a B average.

Table 26. Grade Point Averages of Spring 2000 Cohort Who Took Dual Credit Courses
in High School and Enrolled in the NDUS after Graduation.

Average
Cohort GPA

Semester

Number of Cohort Graduates
Enrolled in NDUS

Fall 2000

439

3.41

Spring 2001

422

3.07

Fall 2001

413

3.11

Spring 2002

409

3.10

Fall 2002

376

3.14

Spring 2003

360

3.16

Fall 2003

334

3.16

Spring 2004

318

3.18

The average grade point average of spring 2001 high school graduates who had
taken dual credit courses while in high school is shown in Table 27. The highest grade
point average was registered in the fall of the 2001, the first semester they enrolled after
high school, the semester there were more of them in the NDUS system than any other
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semester. The lowest grade point average was in the spring of 2002, when 551 of the 561
students in this cohort were in the NDUS. Throughout the entire 12 semesters, the
average grade point average remained above a 3 on a 4-point scale, generally considered
a B average.

Table 27. Grade Point Averages of Spring 2001 Cohort Who Took Dual Credit Courses
in High School and Enrolled in the NDUS after Graduation.

Average
Cohort GPA

Semester

Number of Dual Credit
Students Enrolled in NDUS

Fall 2001

561

3.43

Spring 2002

551

3.06

Fall 2002

544

3.12

Spring 2003

525

3.14

Fall 2003

474

3.15

Spring 2004

457

3.18

The average grade point average of spring 2002 high school graduates who had
taken dual credit courses while in high school in Table 28. The highest grade point
average was registered in the fall of the 2002, the first semester they enrolled after high
school, the semester there were more of them in the NDUS system. The lowest grade
point average was in the spring of 2003, when 611 of the 628 students in this cohort were
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in the NDUS, the first semester they enrolled after high school, the semester there were
more of them in the NDUS system than any other semester. The lowest grade point
average is in the spring of 2003, when 611 of the 628 students in this cohort are in the
NDUS. Throughout the entire 12 semesters, the average grade point average remains
above a 3 on a 4-point scale, generally considered a B average.

Table 28. Grade Point Averages of Spring 2002 Cohort Who Took Dual Credit Courses
in High School and Enrolled in the NDUS after Graduation.

Average
Cohort GPA

Semester

Number of Cohort Graduates
Enrolled in NDUS

Fall 2002

628

3.35

Spring 2003

611

3.09

Fall 2003

580

3.15

Spring 2004

561

3.14

Chapter IV has included analysis and reporting of various dual credit enrollment
data. In Chapter V, the findings are summarized and discussed. Recommendations for
further consideration also are included in Chapter V.
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CHAPTER V
FINDINGS, CONCLUSIONS,
DISCUSSION AND RECOMMENDATIONS
Summary
The final chapter of this dissertation begins with a summary of the study and the
findings. The chapter concludes with a discussion on dual credit, its history and future
prospects, and with recommendations for further action and study.
The purpose of the study was to investigate the initial impact of North Dakota’s
dual credit program on students who had been enrolled as well as to provide a profile of
participating individuals, schools, and colleges. All data used in the study came from
existing data systems created and maintained by the North Dakota Department of Public
Instruction (NDDPI) and the North Dakota University System (NDUS). Both agencies
gave permission to access system information using FINDET (Follow-up Information on
North Dakota Education and Training) to link common elements to produce reports.
While some nonpublic high schools and colleges or universities, tribal colleges,
and bordering state postsecondary institutions provided dual credit to North Dakota high
school students, that data was used only if it was reported to the NDUS. Students who
had taken dual credit while in a North Dakota high school, but who enrolled in a
nonpublic or out-of-state postsecondary institution, or who chose not to continue their
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education following high school graduation were counted only in the demographics while
in high school. They were not tracked post-high school.
Findings
Research Question 1
What are the demographics of dual credi t enrollment from North Dakota high
schools and colleges based on the size and type of institution and the gender and grade
level of high school students?
Dual credit enrollment has risen steadily since 1997 with only a slight decline of
nine students in school year 2002-2003. All eleven NDUS campuses have been involved
with dual credit during the study, but Lake Region State College has enrolled the greatest
number of students with over 40 percent of total enrollment in six of the seven years.
Two public four-year campuses and both research universities have shown little
enrollment in dual credit. Five non-NDUS postsecondary institutions reported dual credit
enrollments with North Dakota high school students: two were tribal colleges in North
Dakota, one was a religion-affiliated college in North Dakota, one was a two-year
technical college in Minnesota, and one was a university in western Minnesota.
Although most students took dual credit courses from a two-year college, the
majority of students chose to enroll in a four-year postsecondary institution following
high school graduation. North Dakota State University and the University of North
Dakota—both campuses which had limited dual credit enrollment—were most impacted
by this finding. All but one of the 30 students who enrolled for dual credit with the
University of North Dakota also enrolled at UND the fall after high school graduation.
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Over the seven years o f the study, the number of high schools in the state declined
from 181 to 168. North Dakota is confronting issues of declining enrollment throughout
its educational system. Identification of each high school in the study was by enrollment
size. Four high school enrollment categories are used for funding high schools: fewer
than 75 students, 75 to 149 students, 150 to 549 students, and 550 students or more. The
enrollment size of the high school when it first participated in dual credit was maintained
as its size category for the remainder of the study. For the years covered in the study,
approximately 20 of the state’s high schools did not participate in dual credit.
On average, students took more than one class for dual credit. With no exception
throughout the seven years of data, female students took more courses for dual credit than
male students. Also, with no exception, seniors took more courses for dual credit than
juniors.
Schools in the 150 to 549 student enrollment category show the greatest
percentage of involvement in dual credit enrollment for each school year. Schools with
75 to 149 students made significant gains in dual credit enrollments over the seven-year
period. The state’s largest schools show the least enrollment by percentage of total
enrollment in dual credit. The state’s smallest high schools demonstrate growing
participation.
The most frequently taken courses are in English, ranging from 335 English
courses taken for dual credit in 1997-1998 to 949 English courses in 2003-2004 and
showing steady increase throughout the seven years of the study. Math courses taken for
dual credit increased steadily from 58 courses in 1997-1998 to 509 in 2003-2004. Social
sciences, the third most commonly taken courses, show a fluctuation from a low of 66
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courses in 1997-1998 to a high of 408 courses in 2000-2001, dropping down to 204
courses in 2003-2004. Low enrollment is shown in foreign languages, arts, and career
and technical education courses.
Research Question2
Are North Dakota students who participate in dual credit courses while in high
school matriculating into and graduating from postsecondary institutions in North
Dakota?
For this section of the study, we were able to ascertain an unduplicated count of
the students who enrolled for dual credit. Dual credit students over the seven years
studied earned 1,068 postsecondary certificates, diplomas, associate degrees, bachelors
degrees, masters degrees, doctorates, and professional degrees. The 1,068 completions
are an unduplicated count, noting the highest degree earned by each student. Students
who earned a masters degree, for example, are not counted in the number of those
completing a bachelor’s degree. North Dakota’s students who participated in dual credit
while in high school are completing college programs and degrees, especially considering
the oft-used standard of 150 percent of time to degree—that is, allowing three years for
an associate degree and six years for a bachelors degree.
Those students who graduated from high school in 1998 and enrolled in an NDUS
institution after high school graduation— 170 students—completed a total of 3
certificates, 26 associate degrees, 106 bachelors degrees, 8 masters degrees, 2 doctorates,
and 1 professional degree, a total of 146 completions (86 percent overall) over the seven
years for which their data was studied.
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The 359-students who enrolled in dual credit classes, graduated from high school
in 1999, and enrolled in an NDUS institution after high school graduation completed 2
certificates, 2 diplomas, 47 associate degrees, 189 bachelors degrees, 10 masters degrees,
and 3 professional degrees, a total of 253 completions (70 percent) over the six years for
which their data was studied.
Research Question 3
How well do students who took dual credit courses while in high school perform
academically when they enroll in college following high school graduation?
Throughout their time in the University system, all dual credit cohorts show an
average grade point average above a 3.0, generally considered a B average. All cohorts
show the highest grade point average the first semester they are enrolled following high
school graduation. With the exception of the class of spring 1998 and 1999, the lowest
average grade point is recorded the spring semester a year after high school graduation.
Conclusions
North Dakota’s high school students are participating at an ever-increasing rate in
dual credit courses in conjunction with the state’s University System campuses. The
enrollment of juniors and males as subsets of the dual credit student population are lower
as are enrollments from the smallest and largest high schools.
Some colleges also provide dual credit opportunities on a very limited basis, yet
enroll many of the dual credit students on their campuses following the students’ high
school graduation. The “great spaces between places” in North Dakota’s geography tend
to encourage students to enroll for dual credit at the campus closest to home. The flight
to larger cities and schools following high school graduation— affecting particularly four106

year universities and the research universities—points to the need for all campuses to
agree on postsecondary entrance, placement, or readiness standards—especially in core
curriculum areas such as English and mathematics.
Academically, dual credit students maintain a grade point average of B or higher
when they enroll on campus after high school graduation. It is interesting to note the
temporary second-semester on-campus decline.
At first glance, it would seem by studying degree completion statistics, advanced
degree attainment, and grade point averages that these students entered college prepared
to successfully complete a degree or program. It is not possible, however, to claim that
dual credit coursework while in high school is responsible for the success in college of
these students. With the standard measure of degree achievement held at 150 percent of
time to degree, only two cohorts of dual credit students even meet the four-year degree
time standard of completion within six years. With program or degree completion at 86
percent for the dual credit cohort which graduated in 1998 and at 70 percent for the
cohort which graduated in 1999, and with the continual maintenance of a grade point
average of B or higher, one can conclude that these students did well. Whether their
success was because of dual credit courses or whether it is attributable to motivation or
some other factors requires additional study.
Discussion
This initial report on North Dakota’s dual credit program raises perhaps more
questions than it answers. Traditionally high school has been called the “great sorter” of
students, channeling them in directions based on their high school efforts and
accomplishments.
107

Certainly, North Dakota’s dual credit program has a part in assisting students in
post-high school choices. Changes in a complex and interdependent world suggest that
students must be empowered to successfully transition from high school into the world of
college, employment, and adulthood. Increasingly, the requirements for success in
college and the workplace are coinciding. With the demands of today’s economy,
parents, students, high school and college teachers need to be aware of the amount of
knowledge and the level of skill needed to succeed in both education and careers.
All of these issues may certainly contribute to the increase in dual credit
enrollments. While early enrollees were the pioneers, the word has spread that students
need a college education and that dual credit courses are a good way to begin that
education.
Changes in the requirements for success in college and the workplace will require
serious communication across the levels of education. The K-12 system has established
curriculum standards and assesses students annually in multiple grades on the
achievement of those standards. The NDUS has embraced the ACT test as its gauge of
readiness for college-level work. In addition, each campus may also choose additional
placement exams. It seems neither system has purposefully examined the other system’s
requirements or expectations. Working together, secondary and postsecondary
institutions must align their standards for curriculum, college readiness, and assessment.
Is it time for North Dakota to join the growing number of states that give one exam as
both an exit exam and a college readiness barometer?
The General Education Requirement and Transfer Agreement of the University
System states that “within the stipulated general education areas, each institution shall
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indicate in its catalog and other student advisement materials the institution's courses
approved for general education. University System institutions may establish program
and institution specific general education requirements in addition to the requirement
stated in subsection 1” (North Dakota University System, 2003). The NDUS has only
one policy. High school district school boards, on the other hand, each set dual credit
policy for their students. Those policies vary greatly. It is not uncommon for a district to
allow only seniors to take dual credit courses, to require a high grade point average
t
before enrollment, or to mandate that students cannot take any courses for dual credit
which are required by the district for graduation from the high school. These all
represent barriers to students wishing to enroll in dual credit college courses.
Remediation issues did not emerge as a focus in this study. However, such issues
must still be addressed if expectations from the NDUS are to be addressed by high
schools. Typically postsecondary remediation is done in reading, writing, and
mathematics. Institutions need to establish clear, quality standards.. .and stick to them.
Perhaps colleges should not admit students who do not meet readiness standards.
Perhaps high schools should be expected to pay for their graduates to be remediated. The
University guidelines for entrance into a four-year college are clear. If students cannot
meet them, they are advised by NDUS policy to enroll at a two-year campus until they
are educationally ready for a four-year campus.
In the current climate of declining high school enrollment, increasing teacher
licensure requirements, impending large numbers of teacher retirements, and increasing
general competitiveness, the state’s smallest high schools should be encouraged to
promote the involvement of more of their students in dual credit. These students deserve
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the same opportunities as students in larger high schools. The state’s largest high schools
provide a broad, deep curriculum and the need is not as great for their students to enroll
in challenging coursework outside of their school’s regular offerings. That is not to
suggest, however, that students in the state’s largest high schools should not have access
to dual credit courses. Ironically, the fear of the Legislature when it debated the dual
credit legislation was that only the students residing in college towns—generally, the
home of the state’s largest high schools—would have access to dual credit courses.
Few of North Dakota’s high schools identify gifted students or provide
programming for them. In the state’s smaller high schools, the curriculum may be
limited by faculty expertise to teach advanced courses, the number of faculty available to
teach such coursework, and the finances to support low-enrollment, high-level
coursework. Dual credit courses may well be the only “upper level” coursework
available. The largest high schools tend to have more specialized teachers and a broader
curriculum but should also be encouraged to provide this curricular opportunity to their
juniors and seniors.
University teacher education programs are challenged to produce the number of
teachers required to fulfill high school curriculum mandates. This study was unable to
make a clear definition of whether dual credit instructors are high school teachers or
college teachers, although either is allowed to teach dual credit courses. Anecdotal data
seems to suggest that many dual credit instructors are high school teachers teaching dual
credit courses at the high school. At least one campus—Lake Region State College—
offers professional development and support to high school teachers teaching as adjunct
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faculty for the college. This would seem to be a positive step in maintaining the quality
of dual credit coursework.
Maintaining the quality o f dual credit courses is essential. Each dual credit course
is the college course regardless of who is teaching it. Every effort must be made to guard
against compromising the integrity of college credit. Students deserve quality
coursework and quality teaching. Perhaps that is the concern of those 20 high schools
that have never had students enrolled in dual credit. Perhaps it is the concern of those
universities little involved.
The findings in this study indicate that, on average, high school students who take
dual credit courses maintain a grade point average of a B or higher throughout their years
in the University System. Generally, the first semester on campus is the highest GPA and
the second semester on campus is the lowest GPA. All grade point averages in this study
include the grades from the course(s) taken while still in high school. Many times the
dual credit course, if taught at the high school, is taught each day, every week. Many
campus-based courses are taught three days each week. The extra instructional time in
dual credit classes may account for the higher GPA in the first semester. The lower GPA
in the second semester on campus may be evidence of the traditional freshman
experience of being on one’s own and making one’s own decisions. Since the college
course is the course taught for both high school and college credit, the expectations of the
course should be identical and follow the college syllabus.
The “great spaces between places” in North Dakota’s geography tend to
encourage students to enroll for dual credit at the campus closest to home. Distance to
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college campuses could be minimized if more interactive video network courses were
provided. Few courses, however, report using the interactive network.
With the majority of courses being offered through two-year colleges and the
majority of post-high school graduation enrollments being on four-year campuses, one
must ponder the reasons. No data exist from which to draw conclusions. However,
several issues or questions come to mind based on my reading and conversations over the
past several years.
There are five public two-year colleges: North Dakota State College of Science
in the far southeastern comer, Williston State College in the far northwestern comer, and
Lake Region State College in the north central sections of the state—with no four-year
campuses nearby. The other two are located in south central North Dakota—Bismarck
State College-with no public four-year college close by and another, Minot State
University - Bottineau, the state’s smallest two-year campus, which is affiliated with a
four-year campus in the north central region and which currently reports the smallest dual
credit enrollment of all two-year state colleges. Because of their college missions and
generally geographic isolation, do two-year colleges perceive a greater need to provide
service to nearby high school students? Is their response to dual credit predicated on
increasing enrollment and funding? What are students’ considerations when choosing a
college following high school graduation? Cost? Convenience? Distance from home?
There are four four-year colleges and two research universities in North Dakota.
One university is located in the western part of the state at Dickinson. Another is located
at Minot in north Central North Dakota. The other two four-year universities are located
in the eastern part of the state. Both research universities are situated on the state’s
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eastern border. Of the six universities only Dickinson State provides significant dual
credit opportunities.
Is Dickinson State’s involvement in dual credit symptomatic of its geographical
isolation? Is the lack of involvement in dual credit by the other five universities an
indication of their focus on baccalaureate degree completion and, therefore, reduced
concern about general education requirements? Is their lack of response based on a belief
that dual credit is not a legitimate avenue for students to receive college credit because
these students are still in high school? Is their non-involvement an indication that only a
college teacher should be allowed to teach college courses?
Moving to larger cities and schools—particularly four-year colleges and
universities—following high school graduation is not unfamiliar in North Dakota. Issues
of regional proximity to a campus and transferability of credit make the selection of
college for dual credit a minor concern for most dual credit students. However, it does
point to the need for all campuses to agree on postsecondary entrance, placement, or
readiness standards-—especially in core curriculum areas such as English and
mathematics as the courses taken for dual credit are primarily general education courses.
Serious discussions need to take place—soon—about increasing the rigor in North
Dakota’s high schools, especially for the senior year. In this respect, North Dakota is no
different from other states. The growing body of research, including but not limited to
the list of references for this study, points to the need for change. Nationally there is a
growing body of evidence that dual credit is a successful way to accelerate students: less
time to postsecondary degree, savings for students and parents; early assessment of
ability to do college-level work; a more productive use of the senior year; a more
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seamless connection between K-12 and postsecondary; and increased access to higher
education generally. These issues were discussed when the dual credit legislation was
passed in 1997 but, except for dual credit being an indicator of ability to do college-level
work, the other elements have not been studied. The task to connect secondary and
postsecondary will not be easy. Dual credit may well prove a useful platform to begin
the conversation and to help bridge the gap.
This researcher has opposed a graduated diploma system, fearing that such an
arrangement would become a benefit only for those privileged to have the right school
leadership or parent. Based on the reading and study required to complete this
dissertation, that opinion has changed. Parents who wish their child to take less than a
college-preparatory curriculum should sign a waiver, saying they understand what their
child’s life and career prospects are without a rigorous college preparatory background.
North Dakota’s P-16 Task Force, which first met in the fall of 2005 and continued
into the fall of 2006, spent considerable time considering high school graduation
requirements. The North Dakota University System has set out recommended course
requirements for college entry. Slightly revised, as proposed by the P-16 Task Force,
those recommendations could become the new North Dakota standard for what courses a
high school senior needs to take to graduate. Expanded into standards, those
recommendations could become what students need to know. Through legislative action,
those courses and standards could then become new and tougher graduation requirements
to replace the old statute requirement of merely earning 21 credits.
Improving the system of school and career counseling, also recommended by the
P-16 Task Force, would add strength to a more rigorous high school preparation. Making
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acceleration options, such as dual credit, a part of the process for accrediting a high
school could provide the impetus for collaboration with colleges on curriculum and
assessment issues and assure that they complete what Sizer (2002) calls the “fixed,” that
is the basic, proficiencies; and let the time it takes to achieve them and the ways of
displaying or proving their achievement be variable. Redesigning the senior year to add
rigor can restore respectability to the high school senior year and the high school
diploma. Rethinking the time of the senior year, allowing students to finish high school
early and/or begin college without adhering strictly to seat time would allow more
freedom but demand adult responsibility. Used judiciously, such freedom and
responsibility are the essentials of transitioning from high school to college.
Offering financial incentives to students to complete a degree in 100 percent of
time may increase the number of students achieving a degree and may also increase the
number taking dual credit courses. The primary costs of dual credit to colleges should
include: coordination with high schools, adjunct instructor training, quality control of
courses, supervision of instructors, faculty selection, processing of grades, transcript
recording, advising, and administrative costs. Perhaps it is time for North Dakota to
begin paying for some or all dual credit courses. High schools are getting foundation aid
for full-time students, but students and parents are paying for dual credit classes—
whether the teacher is a high school teacher or a college teacher.
Foundation aid—better referred to as per pupil payments—allows a school district
to provide its educational program, hire its teachers, repair its buildings, etc. It is not a
payment made on a per-class-taken basis. Given the funding equity issues currently
raised by schools bringing a lawsuit against the state for unequal and inadequate funding
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of K-12 education, redirecting foundation aid would be extremely difficult and probably
unwise. A number of states have established separate financial incentives for high school
students who enroll in dual credit courses, who do well in college coursework, and who
complete a degree or program within a certain time frame. North Dakota should review
those incentives and adopt a system of at least partial payment of tuition, separate from
the financial aid provided to high school graduates and separate from foundation aid.
The incompatibility of data systems has presented some difficulties for this
researcher. The difficulty of using two independent systems and the advantages of data
sharing for studies such as this one point out the need for a comprehensive—or at least,
more compatible—K-16 and beyond data system.
Recommendations for High Schools, Colleges, and North Dakota
Recommendation 1: Establish a college preparatory curriculum and make it the default
curriculum for high school graduation.
The State of North Dakota through the Legislature should identify a college
preparatory curriculum, specifying content area courses and numbers o f credits as high
school graduation requirements for North Dakota students. This curriculum would be
required of all high school graduates unless the parent(s) signed a waiver allowing their
student to take a less rigorous curriculum of at least 21 credits.
Recommendation 2: Monitor the quality o f dual credit courses to maintain rigor and
excellence.
The NDUS should establish uniform criteria to monitor the quality of dual credit
courses across the 11 state campuses. This monitoring process should focus on rigor and
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academic standards for dual credit courses and should provide a framework for the
expectations for course outcomes.
Recommendation 3: Working collaboratively across levels, establish and communicate
clear standards connecting all high school and all college readiness, admission, and
assessment standards.
Starting with English, reading, and mathematics, the most common areas of
postsecondary remediation concern, a committee of classroom teachers—both secondary
and postsecondary—should be established to outline current standards, to identify gaps
between high school and college expectations, and to adopt a plan to address those gaps
through the curriculum at either the secondary or postsecondary level. Such an
agreement would enhance the quality of students and perhaps the number of students
entering colleges whether after enrollment in dual credit courses or whether the
traditional entering freshman. This committee should convene each February to review
the results of the previous fall’s matriculation and to adjust the plan as needed.
To assure that both secondary and postsecondary issues are heard equally, the
chair of the committee should rotate between secondary and postsecondary members,
should include equal representation collectively from two-year and four-year campuses as
well as an equal number from high schools, and, at least initially, should meet on neutral
ground such as the State Capitol. Because of the importance of this effort, the committee,
if necessary, could be led by someone outside the disciplines or even outside of
education. Within three years, science should be added as a core curriculum area.
Additional curricular areas could be added by agreement of the committee.
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As a result of this committee, one can assume that testing for placement and
readiness must become part of the discussion. The State of North Dakota should follow
the lead of an increasing number of states in adopting a single test for high school
proficiency as well as for college entrance and placement. An annual report should be
provided to the Chancellor’s office of the NDUS and to the Department of Public
Instruction.
Recommendation 4: Expand acceleration opportunities fo r students.
Through enrollment in dual credit or other advanced level course work, such as
Advanced Placement courses, all high school juniors and seniors should be given the
opportunity to take challenging coursework for college credit before graduating from
high school. According to the College Board, North Dakota has the lowest enrollment in
the country of students taking Advanced Placement courses. Students can experience the
challenges of college while remaining at home and parents can be reassured that their
student is capable of college work.
Recommendation 5: Change the statute on postsecondary enrollment options to equalize
the opportunity for students to enroll in dual credit courses and to remove the burden o f
fully paying for dual credit courses from the students and parents.
Currently, postsecondary enrollment options are controlled by a district’s school
board. The district outlines the conditions for its students’ taking dual credit courses by
establishing a policy, which may be very restrictive. The conditions and criteria for a
students’ enrollment in postsecondary enrollment options should be clear in statute. A
student’s ability should be the sole criteria for enrollment.
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Students who enroll in dual credit courses at the present time are not eligible for
financial aid. Under the current statute, all costs for dual credit courses are borne by the
student and the parent(s). Other states have established financial incentives to assist able
students in early college efforts. North Dakota should review those incentives and adopt
a system of at least partial payment of tuition, separate from the financial aid provided to
high school graduates.
Recommendations for Further Study
Even though North Dakota’s dual credit program has been in place for ten years,
much remains to be learned about dual credit opportunities and enrollments.
1. What is the impact of dual credit enrollment on students by subsets including
gender, ethnicity, income, distance from college, career aspirations, or size of
high school?
2. What are the influences for selecting a college following high school graduation?
With the general transferability of credits between colleges in the NDUS, what
impact does the transfer of credits from one institution to another have on staffing
and programming at these institutions? Is the course quality, both content and
instruction, similar regardless of campus?
3. Do dual credit students reduce the time to degree and/or pursue additional degrees
because of their early college experience? Are patterns of continuous attendance,
degree completion, and academic achievement similar for students who
participated in dual credit and for those who did not?
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4. Do dual credit students who qualify for low-income assistance after they finish
high school need less financial aid? Does a reduced need for financial assistance
to attend college impact positively on the state’s student loan default rate?
5. What are students’ and parents’ perceptions of dual credit?
6. How do students choose dual credit courses? Is their decision based on their
intended college major? Is their decision based on availability of courses?
Since the beginning of North Dakota’s postsecondary enrollment options (dual
credit) program ten years ago, much has been studied on a national scale about high
schools, particularly the senior year. North Dakota is a sparsely populated state with a
history of educational excellence. It seems reasonable that North Dakota would be a
desirable place—given its challenges and benefits—to take a new collegial look at
expectations of high school graduates and to expand the frontiers of college preparation
for all of our young people.
Students in many other countries are outscoring American students on
international tests. But it’s not only about competing internationally. It’s also about
competing with South Dakota and North Carolina. The state of North Dakota has a vested
interest in seeing that its students are prepared for whatever their future demands. With
its aging population and declining school-age population, North Dakota can’t afford to
lose one student to inadequate preparation, dropout, or lack of opportunity to go to
college.
Dual credit done well may be the answer to many of the concerns posed by the
national studies. The key is doing it well.
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APPENDIX A

NDCC 15.1-25

CHAPTER 15.1-25
Postsecondary Enrollment
15.1-25-01.
15.1-25-02.
15.1-25-03.
15.1- 25-04.
15.1- 25-05.
15.1- 25-06.

Posutecondaiy enrollment options program.
Permission to enroll — Notification — Credits.
Costs of attendance — Responsibility of student.
Transportation — Responsibility of student
Per student payments— Extracurricular activities.
Courses — Statutory and regulatory exemption.

15.1-25-01. Postsecondary enrollm ent options program.

Any Nonli Dakota student enrolled in grade eleven or twelve in a public high school
is eligible to receive high school and po&tsccondary credit for the successful completion
of an academic course offered by any postsecondary institution accredited by a regional
accrediting organization or a career and technical education course offered by a
postsccondary institution in a program accredited by a national or regional accrediting
organization recognized by the United States department of education.
[Source.S.L. 1999, ch. 196, § 15; 2003, ch. 138, § 66.}

Effective Data. - The 2003 amendment of frits section by section 66 of chapter 136, S.L.
2003 become effective August 1.2003.
15.1-25-02. Permission to enroll — N otification— Credits.

Before enrolling in a course for credit under tins chapter, die student must obtain
written permission from the student’s school district superintendent. The student’s school
district superintendent shall determine the number of credits for which the student is
eligible and shall include the number of credits on the document granting permission
required by this section. For purposes of determining credit, a three-semester-hour course
offered by a postsccondary institution is equivalent to • fell semester high school course
Upon die student's successful completion of die course, the postsecondary institution
shall notify the student’s school district superintendent of (bat feet.
[Source.S.L I999,ch. 196, $ 15.)
© 2Q06 Matthew Bxndxr A C oncur?, kw.. i mawfcti a t * e lexitNcxu; Oxwp AB right* ttaervei V tt o f A it pnWuct iiw b ject»
the icaricltcnt uni term and cwkKIm w at Aw M ulhrw Qcnckr Masha A pxcnunt
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15.1-25-0.1. Costs of attendance — Responsibility of student

The student and the student’s parent or legal guardian arc responsible for all costs of
attendance at a postsecondary institution under this chapter. For purposes of this section,
"costs” includes tuition, fees, textbooks, materials, equipment, and other necessary
charges related to the course in which the student has enrolled.
[Source&L. 1999, ch. 196,$ 15.]
15.1- 25-04. Transportation — Responsibility of student
The student and the student’s parent or legal guardian are responsible for
transportation arrangements and all costs of transportation associated with a student's
attendance at a postsecondary institution under this chapter.
fSourcc^.L. 1999. cb. 196, § 13.]
15.1- 25-05. Per student payments — Extracurricular activities.
A student attending a postsecondary institution under this chapter is deemed to be m
attendance at the student’s school district of residence tor purposes of calculating per
student payments and for purposes relating to the: student's eligibility to participate in
high school extracurricular activities.
(Source.S.L. 1999, ch. 196, § 15.]
15 .1 -25 -06. Courses —*Statutory and regulatory exemption.

The courses for which dual high school and pc stsccondary credit are available under
this chapter arc postsecondary courses and arc exempt from any statutory or regulatory
provisions otherwise applicable to high school courses and to the individuals by whom
high school courses are taught.
[Source.S.L. 1999, ch. 196, $ 15.)

O 20S5 Mtttfccw Bonier & Company, t a r , * mnrihe «T tb» UxiiNcxu Omup All ri*ko m e n t i O n of tto j»i>4u« is nhfea to
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D U A L C R E D IT E N R O L L M E N T A P P L IC A T IO N
N O R T H D A K O T A U N IV E R S IT Y S Y S T E M

SPN 51295(ftev

70005)

Note: See instructions for completing tote application on the next page.

Part I - S tu d e n t Inform ation
T o b e c o m p le te d b y th e student b e io ro the c o u rs e begins. P L E A S E T Y P S o r P R I N T

teuton
Mien School SlwdeM 10 Number

Sludant Marne {Leal . h r$ \y Middle)

Social Security Number

AdOTQiB

tolliOa Student 10 Number (fewPt.rO
Sista

w

Sender {crecx one)
a m

Oft* Of Bfnli (m m 'dtbyyyy)

ZoCode
Year in Sdioel frteelc one)
□ 11
D 12

o f

Par«nkfl3uardlan Name ila#, First, Middle)
Dai*

Pdr»nt/*Guanilan S*gn*turi

P art II - C o u r s e Inform ation
To b e c o m p le te d b y tin t stud en t e n d s ig n e d b y
PKNTtegitty..
P LE A S E TY P E or P
P

Dal*

Student Signature

th e district Superintendent e n d coltesiefontuerslty registrar be fore the c o u rs e b e g in s

High School Course tli

High iicnoiM Course CodefJumiwr

C ollege Coutee fa ll?

Cclteee Course MLintieT'

Mania of Your Hij7>3Ch0ol

Mama or CollegetUnhersaytoiler* Couiw laio t» 553S53

A d d ru e '

Address

w -

Slete"

Semester ootirs* a taken (check one)
□ Fall
□ Spring
TlWoouri* is f e ig taught to n>e: Icteric one)
□ Siy e teacher ft nry lush schoM

SitperimendiMt or Oeatnaa 4lgnaiu«!

Speed*

■KiT

Part IK — R egistrar Inform ation
To he corrtofafci/ b y the coFepaWuantfy re g istra r at th e

T A

□

I

D U (Unsatisfactory)

B

C

□

S(Satlsfaclniy)

Credltftfieelr Uriel

Slate

School year Course S*OSS lerampie
D via dlewriee learning (iikteo naVrtrt)

a 'a o« o 1 o<te_

D iP 2 D 3 D « o»iv_

■JET

Q Sumner

Cruft (cheer one)

Zip Coda

6

CSC )

P on Ihe cdleg* campus

OaUegnAAilvaisIty Regular or Oeejgnaa SlgnMure

Oat*

e n d o f tlib <

□O ther .

P (Pass)

□

□

F (Fail)

F

□

Ineomptete

CollegeAjniverirly Register or Oerlgnee Sgnelure
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KaT

******

I________________ _____ fae^q^jwty. *>«*«*

D U A L C R E D IT P R O G R A M

The 1897 North Dakota Legislature enacted Senate Bin 2033 to ertew Junto* and t o ik n In North Dskote high schools lo enroll
in postsacondary education course* o»d to reoaive both high school and cortege crscft. The legislalioo W3J introduced by the
Interim Education Service* CommWw and was supported by s i three Mats education agencies the North Dakota University
System, me State Board lor Vocational and Technical Education, and the Department of Pubic Instruction.

INSTRUCTIONS FOR COMPLETING THIS FORM
This form Is designed to facilitate snroflmont in courses approved icr dual credit If the course you wish lo take Is not already
approved for dual credit by your district, wwkwkh your school counselor lo have me course approved by the superintendent for
dual cnecK. Note. Complete « separate appticetfon fo r each duHcndU course taken.
Part I - Student Information (instructions to the studontf:
Completa an of Part L You should discus* the process end requirement* ol duat credit enrottmenl with your high school
counselor. 8a sure to obtain your parent's signature.
Pert II - Course Information (instructions to the sM ont):
Complete Part 11before enroWng In a COltege/unlvsrsity course for which you want dual credit
m consultation with your high school counselor or principal. Identify the course approved for dust credit try the
superintended l/*chool district and cooperating cortege or university; or request diet spedSc courses be approved by tha
supedntendanUechoof district for dual credit.
Complete foe informeSon for ms high school course including the course tide, course code number assigned by me
Department of Putfe Instruction (see K-12 Course Codes and Description* at
http:Mwww.dpi.sMie rfo.us/resourcefoorscodeAndex.shtm), and the cracfi offered tor me course at your high school.
Your high school principal or counselor can provide the course code number.
Identify the name of your high school and school address.
Check which semester of dual credit enrolment me cortege course Is being taught
Check the location where me course w » be taught For example: if me course Is taught by lie instructor vis video
network, check tie N4a dtetenc* foaming' box.
Complete me ooftegefoniverstty course Ode, cotage course number, and credttlnforina*on. This is available m the
cotfoge catalog, in the college registration listing, or from your high school principal or counselor.
Identify me cotfooafonfverslty when* the approved course is available for dual credit and (si the Institution's address.
FBI in the name of Ihe duel credit course Instructor.
Obtain the signature of your school tfstrfct superintendent This signa lure signifies that you have completed the
requirements of yow district to enroll tor dual credit At mfopotot your school superintendent should make a copy of
this form tor their student records.
Present mis form to the cottage registrar when you register for a college d aw . The cortege registrar will keep thb form.
If you need a copy tor your own records, pteaee make one before eubmitSno* to tha registrar.
Part HI - Registrar Information (Instruction* to the cortogortmrvsrsify regfotrwj:
Upon receiving mb form prior to or during registration, review fh* Information m Part H to verify its compfeiertess. Sign,
date, and Be unll end ol the eemostar.
Ai end of me semester of enrotknent. Indicate me grade earned, sign, and date He form. In addition lo copies tor your
record*, distribute one copy to each of Ih* following:
• North Dakota University System, 000 E. Boulevard Ave_ State Captal, Bismarck. NO 58505-0230
• High School Superintendent (address given in Part « ).
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